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ABSTRACT
Comparison of a Family Microtraining Program and a
Reading Program to Enhance Empathic Communication
by Black Parents with Young Children
(December 1978)
Carol Creswell-Betsch, B.A., Fisk University
M.L.S., George Peabody College, Ed.D., University of
Massachusetts
Directed by: Professor Ronald Fredrickson
Parenting is a diverse and complicated skill for which
few men and women have been trained. Many demands and ex-
pectations are made of families in the growth and develop-
ment of their children.
Training children to develop certain habits and be-
haviors, conveying morals and values, setting definite and
appropriate limits combined with love, affection and nur-
turance are apart the responsibilities of mothers and
fathers
.
The purpose of this study was to compare the effective-
ness of two different methods of parent training of Black
families. It measured the effects of a short-term train-
ing program. Microtraining, on the enhancement of empathic
communication by ten Black parents with their children.
This v/as compared with ten Black parents in a reading group.
vii
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Th© subjBcts of this invGstigation consistGd of twenty
Black parents from a New England University community who
responded to advertisements posted in various schools and
mailed to a selected population. Ten parents received
microtraining treatment and ten were in a reading group.
The groups were composed of educated middle class Black
parents
.
Three methods were used for assessing outcomes. Changes
in empathic communication behaviors were determined through
assessment of pre- and post-training videotaped play ses-
sions of each parent and one of their children. Changes in
knowledge of the principles of empathic communication were
measured on a Parent Response Questionnaire, administered
before and after the training. Also a follow-up interview
was conducted two months after the program ended to deter-
mine the participants perceptions of the impact of the pro-
grams and to elicit feedback.
The results showed that effecting change in empathic
communication behaviors of parents in play sessions with
their children was not accomplished through either short
term method of parent education included in this study.
There were no statistically significant difference.
Both forms of parent education were effective in trans-
mitting knowledge of communication of empathy as shown by
ix
an increase in Parent Response Questionnaire (PRQ) scores.
However, the Microtraining group was not more effective than
the Reading group in increasing knowledge.
The follow-up interview revealed that both groups had
positive feelings about the programs but were affected by
different aspects. The Microtraining group reacted more
to issues of group interaction, leadership and program de-
sign, while the Reading group reacted to program content
primarily.
The results of this study imply that to expect short-
term training to enhance empathic communication for Black
.
parents effecting empathy behavioral change may be unrealis-
tic unless the training is geared to very specific and lim-
ited skills and practiced with children as part of the train-
ing design.
Unless more research is conducted with Black parents
it is prem.ature to draw definite conclusions as to skills
needed and the effective ways of training communication of
empathy
.
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CHAPTER I
INTRODUCTION
Statement of the Problem
Parenting is a diverse and complicated skill for which
few men and women have been trained. Many demands and ex-
pectations are made of families in the growth and develop-
ment of their children. This is so of all families and par-
ents in our society today and particularly the Black fam-
ily. The Black family in America, which is the subject of
this report, has developed survival strengths and social
mechanisms by which it has persisted with remarkable resil-
ience, determination and adaptability. Despite outside
pressures, many Black parents are succeeding admirably in
the vital tasks of parenting. Robert Hill (1972) and Andrew
Billingsley (1968), noted sociologists, affirm the strength
of the Black family using this group as an example of ex-
emplary adaptability despite aversive societal pressures.
Parenting has many psychological facets. Training
children to develop certain habits and behaviors, convey-
ing morals and values, setting definite and appropriate
limits, providing love, affection, and nurturance are a
part of the responsibilities of mothers and fathers (Adler,
1
21966; Allport, 1957; Freud, 1946; Glasser, 1965; Gordon,
1970; and Guerney, 1971).
Dr. Thomas Gordon, who developed Parent Effectiveness
Training, says "parents are blamed but not trained" (1970,
p. 1). All the responsibilities to produce healthy, emo-
tionally balanced youngsters falls to their parents. When
this feat is not accomplished with grace and ease the par-
ent (s) are held liable by society. Everyone feels that
the parent (s) should know how. Yet there is ordinarily
no job training for parents to help them become experts in
that field. Increasing numbers of children and youths are
becoming victims of drug addiction, delinquency, social,
emotional, and learning afflictions according to Rodman and
Grams (1967). Many are becoming rebellious, rambunctious,
resentful and difficult to manage at home, in school and in
society. The blame for these patterns of growth is all too
quickly assigned to the family. But who is aiding the par-
ents and assisting in the home where more support is sorely
needed? Lack of parental affect and inconsistent or irra-
tional discipline are the two most significant parental fac
tors that relate to juvenile delinquency, (Rodman and Grams
1967)
.
Many psychologists, child exponents, school personnel
feel that rearing children is a job that belongs to the par
ents and that parents should be trained for the position
3(Gordon, 1970; Patterson, 1975; Rogers, 1964; Ginott, 1965;
and Dinkineyer, 1976) .
Gordon asserts that more and more parents express con-
cern over the training and rearing of their children. De-
mands and expectations are placed on the children of these
families resulting in low self-esteem, poor motivation,
feelings of rejection, low academic rating, anger, hostil-
ity and lack of self-regulation. Parents need to have more
preparation for their role in helping their offspring ad-
just to a highly complex society (Rudolph Dreikurs, 1964).
James C. Coleman in 1966 speaks of the need for parent train-
ing, especially for minority groups who are highly inter-
ested in their children's education and achievement.
Families of today are very different than when two or
m.ore generations lived in the same cities, often sharing
the same household. The nuclear family had the support of
others whose aid in child rearing was vital.
Today, more and more children live with single parents
as the divorce rates soar to heights that grow continuously.
The effort of parenting falls on one person who is often
ill-prepared for the task. Some of these persons do not
know how to succeed, some do not relish nor want the
posi-
tion. Recently, however, some fathers are being given
cus-
tody of their children--a change in conventional
placement
(Department of Health, Education and Welfare, 1973).
4Women in great numbers are joining the work force be-
cause of high financial needs of the family. The children
are left alone to take care of themselves so that obliga-
tions incurred by the parents can be met. The demands of
these jobs cause strain on parents and children alike (U. S.
Department of Health, Education and Welfare, 1976).
One of the prevailing systems for classifying family
^t^^ctures dichotomizes familial headship on the basis of
male or female and then attributes stability to the male
headed family, instability to the female headed family.
In the literature, these assertions are sometimes followed
by the statement that female headed households predominate
among Blacks by being tv/ice as common in that group as they
are among Whites. This kind of characterization of Black
family structure is not only incomplete, but misleading.
As a simplistic correlation, it ignores the fact that there
are many variations in family structure among Blacks who
live in diverse and varied circumstances. Billingsley points
out that:
Three general categories of families may be iden-
tified: 1) primary families, 2) extended fami-
lies and 3) augmented families. A family is com-
monly defined as a group of persons related by
blood or marriage or ancestry who live together
in the same household.
1) Nuclear families are confined to husband and
wife and their own children with no other members
present.
52) Extended families in which other relatives
family head share the same house-hold with the nuclear family members.
3) Augmented families include members not relatedto the family head who share the same householdliving arrangement with the nuclear family.
Roughly two-thirds of all Negro families are nu-
clear families, a quarter are extended families
and a tenth are augmented families. (Billinqslev
.
1968, p. 16)
Bureau of the Census figures for Black families by
type, running from 1950 through 1971, demonstrate that more
than two—thirds of Black households are headed by husband-
wife combinations and that female headed families account
for only about one-fourth.
One. of the persistent myths and most maligned issues
in the study of the Black family has been the assertion of
a matriarchal family structure in Black society. This myth
suggests that not only such a structure is inconsistent with
the larger American society (which might not be, because
no scholar has ever proven that mainstream American society
is not matrifocal or matriarchal, nor that lower class
American society is not in general matriarchal) but it sug-
gests that the absolute value in the family structure is
the patriarchal form.
The search of the literature did not provide signifi-
cant data on the studies involving Black families in either
areas of Parenting Skills or Family Therapy. Traditionally,
Black families have not availed themselves of counseling
6for the family or the child. The needs have been met by
the extended family, close friends or through the church.
Parent training and .family counseling are oriented toward
White middle class families as a rule.
In his study of child-rearing practices among low-in
come families, Hill observed:
The materials and analysis of the Child Rearing
Study point to wide variety in the styles of the
indiyiduals and families. They show that all
low— income people are not lower class in orienta-
tions to life and in showing the preferences con-
ventionally ascribed to this category.
. . .
Our field experience in Washington suggests that
it is highly questionable that all or even a sub-
stantial majority of the low-income (lower class)
female-based households among Negroes are respon-
sive to and supporters of a destructively organ-
ized or integrated way of life. (Hill, 1972,
p. 22)
No inference should be taken from the material presented
on adaptability of one-parent families that this is the pre-
ferred pattern among Blacks or that it has no problems
functioning.
In a study conducted by Diana Baumrind (1972) of pat-
terns of parental authority and their effects on the behav-
ior of preschool children, the data for the sixteen Black
children and their families were analyzed separately since
it was thought that the effect of a given pattern of par-
ental variables might be affected by the larger social con-
text in which the family operates. The major conclusion
7from this exploratory analysis was that if the Black families
were viewed by White norms they appeared authoritarian,
but that, unlike their White counterparts, the most author-
itarian of these families produced the most self-assertive
and independent girls.
Many contemporary studies have been done about the
family in America. Data is given through the popular media,
TV series, women's magazines, college campus workshops, etc.
The sociological implications of the changes in the family
are being closely scrutinized. The divorce rate is high at
sll levels and walks of life. Delinquency is no longer just
a problem in the ghetto with "those other" families. The
economy has shifted so that men who are college-educated
Whites are finding it difficult to maintain employment.
It would be important for America to look at the im-
portance of systemically assessing the functioning patterns
of different kinds of families. Perhaps a great deal could
be learned from families who discovered how to adapt.
A number of terms need to be defined as they are to
be used in this study.
Definition of Terms
Empathic Communication ; Sensitivity to the thoughts,
feelings and behavior of the other person, and the facility
to verbally and nonverbally communicate such sensitivity
(Klock, 1977) .
8Microtraininq : An educational approach in which com-
plex communication skills are broken down into single units
and presented one at a time for practice and assimilation
(Ivey, 1971).
Parent ; Any and all responsible adult (s) living with
and/or involved with the growth and development of a child.
Parent Training : An organized program in which skills
and techniques are presented to a group of parents. This
training involves developing listening skills, understanding
behavior, problem solving, attending, and communicating.
Parenting ; The interaction between an adult and a
child in which learning, disciplining, sharing, helping
and loving take place.
Hypothesis
The purpose of this study was to compare the effective-
ness of two different methods in parent training of Black
families. One method (T^) utilized a microtraining program
to enhance empathic communication by Black parents with
young children. The second method (R^) focused on parent
training through readings by Black parents about empathic
communication. Effectiveness was measured by the Stover,
Guerney, O'Connell Measure of Empathy in Adult-Child-Inter-
action (1971) . This study was a modified replication of a
study developed and conducted by Elizabeth Miller Klock
(1977) .
9The following hypotheses were tested.
Hypothesis
I. There will be a greater increase in Group T^ than
Group on each subscale score of the behavioral respon-
ses as measured by the Stover, Guerney and O'Connell
Measure of Empathy of Adult-Child-Interaction ( 1971 )
.
II. There will be a greater change in Group T^ than
Group between the pre- and post-training scores on the
Parent Response Questionnaire as assessed by the Parent
Training Taxonomy.
CHAPTER I I
REVIEW OF LITERATURE
The family in America is undergoing numerous changes,
is question as to whether the family will survive
i^ its present state. Caught in the midst of broad social
and economic changes, American families are finding it in-
creasingly difficult to cope with their problems. Rapidly
changing values are creating uncertainties in parents and
children. Traditional notions of parental authority and
responsibility are being questioned. Men and women's roles
in the home and in the work force are being redefined.
Evidence of stress in the American family is not hard
to find. The divorce rate in the United States is the high-
est in the world. About 30 percent of all marriages now
end in divorce. Over 11 million children now live in one-
parent homes. Since 1960, the number of such families has
grown seven times as fast as the number of two-parent fam-
ilies. In 1960, 89 percent of those under 18 years of age
lived with their mother and father. By 1973 this propor-
tion declined to 83 percent. The most pronounced changes
were noted in Black families where 69 percent of those un-
der 18 in 1960 lived with both parents as compared with 52
percent in 1973 (U. S. Department of Commerce, 1974).
10
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The number of marriages performed in the United States
declined about seven percent from 1973 to 1975. On the
other hand, the number of couples living together out of
wedlock more than doubled between 1970 and 1975. Today
approximately 1.3 million unmarried Americans share living
quarters with a member of the opposite sex, the Census Bur-
eau calculates.
Incidences of violence within the family has jumped
sharply in recent years. It is believed that one million
American children are objects of neglect or abuse each year
and as many as 28 million women are "battered wives." Teen-
age alcoholism and drug abuse are growing problems. Crimes
by youths under 18 years of age have been growing at a higher
rate than the juvenile population (U. S. Department of Health,
Education, and Welfare, 1975).
Juvenile crime has increased by 246.5 percent
in the last thirteen years. Over the same per-
iod, crime against property by youth increased
104.6 percent. (Preliminary Report of the Sub-
committee to Investigate Juvenile Delinquency,
1975, p. 18)
Although broken homes are often cited as a cause of de-
linquent behavior, Haskell and Yablonsky (1974) conclude
that
:
. . . it is not the absence of a parent per se
that is associated with delinquency, but rather
the kind of relationship that exists between
12
children and remaining parents. A warm, stable,
single parent has a much better chance of raising
a non-delinquent child than do two parents who
are in conflict. Nevertheless, there is a verypowerful evidence that there is a direct causal
nexus between broken homes and delinquency. (p.
Many organizations and individuals have urged the fed-
eral government to develop and adopt a coherent national
family policy. Dr. Urie Bronfenbrenner of Cornell Univer-
sity said:
The United States is now the only developed coun-
try in the world that doesn't have a national
program providing child care for working parents,
minimum family income and health care for families
with young children. . . . What's destroying
the family isn't the family itself, but the indif-
ference of the rest of society. (1976, p. 96)
The Rodman and Grams (1967) report supports the neces-
sity to help parents re-establish their authority roles in
a consistent rational manner. "Family counseling services
should be increased and should be available to families as
the need arises, rather than when full grown crises have
already developed" (p. 393)
.
The recognition of the need for parent training goes
back several generations. In 1928 Margaret J. Quillard
wrote
:
Experimental leaders in the rapidly developing
field of parental education are constantly be-
sieged with requests for simple material which
13
can be used to advantage with certain types ofstudy groups. Pioneers in child study were per-sons of keen insight and intellectual interests
and the material and methods used or developed
'
by them in their study proved to be unsuitablefor use with some of the many types of parents
who later became interested in the work. Hencethe demand arose for simpler material and moredirect methods and some of the leaders have been
making tentative efforts to meet this need. (p.
5 )
Parenting training is extremely necessary for families
to help them work with their children using a more viable
model than the one commonly at hand. Most parents "parent"
using their own mothers and fathers as examples of how this
skill should be done. In many instances this works. How-
ever, all around us parents are asking for different train-
ing because of the confusion in their households. Parent
training must be provided.
Black parents as well as any "other" parents need to
be taught skills and strategies of dealing with their chil-
dren. Although the literature is replete with reference to
a matriarchy tradition among Black families, most empirical
data suggests that an equalitarian pattern is characteristic
of most Black families. Ladner (1971) reminds us that the
husband in most Black families is actively involved in
decision-making tasks. Both mothers and fathers in Black
families would be interested in learning about "parenting."
Teaching and exposure to parenting skills with Black
families is vital to aiding in adjustments and opening up
14
communication between parents and children. This involves
teaching problem-solving methods, behavior modification
techniques, listening skills and techniques to increase
the awareness of feelings. Parent training using these
approaches is concerned with helping parents express their
feelings and attitudes toward children, recognize a differ-
ent perception of the children in order to adjust the child's
behavior at home and at school and improve the family re-
lationships.
Parenting Programs
Parent Effectiveness Training (P.E.T.), by Thomas
Gordon (1970) teaches communication of feelings and the
cooperative resolution of parent-child conflicts. Gordon
believes parents can and should give up the use of power
except where necessary to prevent physical harm to the child.
He rejects power partly because it is damaging to people
and relationships. The P.E.T. approach is diagrammed below:
Behavior Child owns problem
Use active
listening
acceptable
to parent No problem
Behavior
unacceptable
to parent
Parent owns problem Use I-message
and if necessary,
the no-lose
method of problem
solving
15
The Idea of P.E.T. is to enlarge the no-problem area
in the middle of the chart. P.E.T. teaches three basic
techniques. Before using them, the parent must identify
the owner of the problem at hand. The techniques are:
1)
Active Listening, 2) I-messages, and 3) No-lose method.
The twelve roadblocks to communication are given and these
are:
1) ordering, directing, commanding
2) warning, admonishing, threatening
3) exhorting, moralizing, preaching
4) advising, giving solutions or suggestions
5) lecturing, teaching, giving logic
6) judging, criticizing, disagreeing, blaming
7) praising, agreeing
8) name-calling, ridiculing, shaming
9) interpreting, analyzing, diagnosing
10) reassuring, sympathizing, consoling
11) probing, questioning, interrogating
12) withdrawing, distracting, humoring, diverting
When something bothers the child, the parent uses the
active listening technique. The parent helps the child
understand, accept and cope with his/her feelings to try to
understand and accept them his/herself. When the child's
behavior bothers the parent, the "I-message" is used. "I-
messages" exclude criticism. There are three parts to an
"I-message." First, the parent states objectively the be-
havior in the other which is causing trouble. Second, she/
he describes how this behavior is affecting him/herself.
Third, the parent makes a strong, clear statement concern-
ing how he/she feels about the behavior.
16
If the problem-solving method is employed there are
six steps involved. These are:
1) Define the conflict.
2) Use brainstorming with the child to generate as
many potential solutions as both can think of.
3) Evaluate the list.
4) Check to find one that satisfies both parties as
a mutual solution.
5) Decide how to implement the solution.
6) Evaluate the solution later.
The No-lose Method is the problem-solving approach to con-
flict resolution.
In P.E.T. there are certain drawbacks for Black fami-
lies and any other family where immediate control is the
issue. Some basic assumptions of P.E.T. are: that there
is a relatively stable relationship between parent and child,
that positive elements of communication are already present
and that the parent is able to maintain control. P.E.T.
uses new concepts and techniques foreign to Black families
because they are from a different value system causing dif-
ficulty in application. It attempts to maintain a relation-
ship where both parent and child work out the solution to-
gether with each individual being responsible for their own
behavior. This method focuses on listening skills with
unconditional acceptance and very involved verbal communi-
P.E.T. requires diligent, consistent efforts tocation.
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master. It also requires patience, determination, and
strong internal motivation. If both parents are working,
as is the case with a large number of upwardly mobile Black
parents who would want to attempt to master parenting skills,
the eight sessions (two and one-half hours each) are obvious
obstacles
.
Behavior Modification is a part of several programs:
1) Responsive Parent Training Program (1956) —Stan-
dard behavior modification techniques taught in a
lecture and small group format.
2) Adlerian Parent Training Program—Dreikurs (1964)
—
Translation Adlerian Psychology. Taught in groups
that examine the objectives of behavior, finding
ways to implement the skills to alter behavior.
3) Parent Involvement Program--Glasser (1969) —Adapta-
tion of Glasser's Reality Therapy based on develop-
ing individual responsibility for every act, as a
parent teaching a child to become responsible.
4) Systematic Training for Effective Parenting
(S.T.E.P.) —Dinkmeyer (1976). A series of sessions
which teach specific ways to build a democratically
run family.
5) Behavior Modification--Patterson (1975) —Applica-
tion of social learning to family life.
In the Patterson behavior modification parent training
program, Patterson's book Families is used as the context
18
around which Behavior Modification is taught. A person's
behavior is shaped by his/her background. Parents learn
observation techniques, and how to record what they have
observed in their child's behavior. Graphs and charts are
employed in recording techniques. Parents are shown how
to recognize and prioritize behavior. Principles of social
reinforcement theory are employed to indicate what strength-
ens or diminishes behavior. Observation and data collection
is the first step in altering behavior. Methods of inter-
vention are taught so that behavior can be altered and con-
trolled. Homework assignments are given to enhance learn-
ing and to show progress so that the skills are put into
immediate use.
In behavior modification programs, parents are taught
to make expectations clear and direct. Check-lists and
contracts are used to make behavior expectations obvious
and explicit. If there is no behavior change, then the be-
havioral contract is renegotiated by the parent and/or child
Behavior Modification may be more effective for Black fam-
ilies because of social constraints imposed on them, and
because Behavior Modification is easier to learn than P.E.T.
It is direct and familiar because it operates around merit
and reward, and changes behavior first and analyzes it later
It is highly effective in gaining and maintaining control
which is high in the value system of Black families. One
19
of the greatest assets is that in Behavior Modification
(with the charting, etc.) there is active involvement which
is helpful for Black families where this is not always pos-
sible without this structure.
Comparisons of some of the Parent Training systems
is necessary to understand the usefulness of the methods
to be compared in this study.
In a study conducted by Noble
,
(1976) evaluating the
results of P.E.T. and Adlerian Parent Groups. He showed
no significant difference between the two types of treat-
ment, both contributed to changes on their expressed atti-
tude toward the use of controlling techniques in post mea-
sures. They did not show significant changes in their aware-
ness of their children's emotional needs or their encourage-
ment of parent-child communications. Noble measured child
rearing attitudes using Parent Attitude Research Instrument
and concluded that these two programs had similar results.
McWhirter & Kahn (1974) who used P.E.T. in the Devereux
School in Arizona stated that a behavior modification sys-
tem did not meet the needs of parents whose children are
showing behavioral difficulties. The parents were unable
to maintain behavior change because philosophical tenants
were different from their basic beliefs. However, they
believe P.E.T. allowed the family to focus on changing com-
munication patterns. Yet, McWhirter & Kahn did not show
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in their study that P.E.T. at Devereux answered the problem
of maintenance of behavior change or of parental maturation.
They did not discuss the number of parents who required re-
training beyond the original eight sessions, nor give data
proving the overall effectiveness of the approach.
Fears (1976) evaluated six Adlerian parent study groups
by using multiple choice evaluation pre- and post-question-
naires developed to determine if participation in the groups
produced significant changes in the parent's perception
of their children's problem behavior. These questionnaires
used statements which were consistent with Adlerian theory
of four goals of misbehavior.
There was a significant change from pre- to post-testing
shown statistically in twenty-three out of forty test items.
The study did not control for the practice effect of the
pre- and post-testing. The results may only reflect the
parent's ability to present themselves more acceptably dur-
ing the post-test, rather than represent changes due to
intervention (Campbell & Stanley, 1963).
There are a variety of methods that have been employed
to teach parents in a group to be change agents with their
children. The most frequently utilized methods are: group
discussion, readings, lectures, contracts and modeling.
In searching the literature, there has not been found a study
which investigates and isolates the effect of these tech-
niques on distinct parent populations such as depressed
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parents, middle-class parents, welfare mothers, or poorly
educated families. Nay (1975) suggests that written presen-
tations are less expensive than lectures and equally as
effective when one is interested in learning didactic mater-
ial. The contributions made by programmed material has not
been examined scientifically. The study also used video-
taped modeling and role playing.
O'Dell (1974) investigated the efficacy of pretraining
in behavioral principles as a forerunner to training behav-
ioral change agents. The subjects of the study were par-
ents of exceptional children. The method employed was di-
dactic pretraining as opposed to placebo training or no pre-
training based on a random assignment. The author suggests
that the employment of reinforcing contingencies based on
parental behavior is effective in increasing and sustain-
ing parental motivation only during training. O'Dell chal-
lenged the necessity of pre-training in behavior principles.
His study did not indicate that pretraining improved par-
ent performance. According to O'Dell's findings it does
not appear valuable to teach behavior principles to par-
ents without permitting them to immediately incorporate
these principles in practice sessions.
According to Bandura (1969), modeling can frequently
be used to teach reinforcement procedures. These procedures
contributed to parent effectiveness.
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Larson (1972) evaluated the effectiveness of three ap-
proaches aimed at improving family communication and behav-
ior change. Parent Effectiveness Training was compared to
Motivation Program and to Discussion Encounter
Groups. The Parent Effectiveness Program focused on parent-
child conflict using as a goal active listening and mutual
problem solving. The Achievement Motivation Program focused
on individual strengths with a goal of individual self-dis-
covery and group reinforcement. Parents volunteered to join
one of the three groups. These instruments were a parent
self-concept inventory, a parent concern survey, a post-
session problem checklist, an attitude scale and self-report
logs. The study was designed to evaluate the relative ef-
fectiveness of three methods designed to affect attitudinal
and behavior change. It did demonstrate that participating
parents felt better about themselves and perceived that they
had fewer problems. Those parents who participated in the
Parent Effectiveness Program gained most from the group
experience according to an attitude scale. The Achievement
Motivation Program group showed an improvement in their
self-concept and number of goals attained when compared to
the other two groups. The authors concluded that on most
criteria. Parent Effectiveness Training appeared superior.
However, further studies were suggested to examine mainten-
ance of effects over time.
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Adlerian Mother Study Groups and Traditional Groups
directed their efforts to helping mothers develop a more
democratic attitude in rearing their children. In a com-
parison of these two groups, along with a control mother's
group. Freeman (1971) v;anted to assess the effectiveness
of either approach in assisting mothers with their children.
The dependent variables in the study were the mother's child-
P^^3-0tices and attitudes and the child's behavior.
The Adlerian Mother Study Group and the Traditional Mother
Discussion Group were not significantly different in acqui-
sition of less authoritarian child-rearing attitudes. These
attitudes were measured by the Child-Rearing Practice Scale
designed by Freeman. The Adlerian Mother Study Group re-
ported a reduction in bothersome child behaviors and prob-
lems which was significant over the control group, but not
the Traditional Group. It was concluded that the Adlerian
approach was "better," those mothers made greater changes
in their attitudes and child-rearing practices after attend-
ing ten sessions.
Glorianne Wittes and Norman Radin (1965) conducted a
study involving child-rearing practices where the race of
the participants was mainly Black. It was described as a
group program devoted to changing child-rearing practices
of lower-class mothers of preschool children, they used
two methods: an activity-oriented approach with a lecture-
plus- discussion approach. The parent group work program
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was part of the Early Education Program of Ypsilanti,
Michigan, a comprehensive project that served one hundred
low-income four year old children who attended school on
a half-day basis. The program was offered to all ninety-
three mothers with children attending school. Three matched
groups were formed from the sixty-five mothers who accepted
the invitation. Two experimental groups with twenty-four
and twenty-eight members, each conducted by the same leader;
and a third group of thirteen mothers served as a control.
All three groups were matched as closely as possible on
critical independent variables such as race, education,
age, work status and presence of a father in the home.
There were two hypotheses in operation. The major
hypothesis was that an activity-oriented approach to group
meetings would produce greater change in maternal child-
rearing practices and the intellectual growth of the pre-
school child than the lecture-plus- discussion approach.
An activity orientation was predicted to be more effective
because it emphasized learning through experience rather
than verbal interaction.
The second hypothesis was that regardless of methodology
used the parent-group work program would result in improved
child-rearing attitudes and practices, as well as enhanc-
ing the intellectual growth of the preschool child. Impli-
cit in this hypothesis was the prediction that compensatory
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preschool programs would have a greater impact on both
mothers and children in parent discussions focusing on child
rearing, were an integral part of the project.
No significant difference in the total population was
found on teacher's rating, attitude change and group atten-
dance. Difference emerged when strong and weak members
across groups were studied. Strong members of the discus-
sion group showed more desirable home behavior, were less
authoritarian in attitude in child rearing than strong mem-
bers of the activity group. The total effect was for strong
members of the discussion group to indicate greater change
than the strong members of the activity group.
Wittes and Radin's analysis suggests several conclu-
sions :
1) There is an interaction between length of exposure
and pedagogical approach. Limited exposure appeared
to yield superior results with an activity approach,
while longer exposure yielded superior results
with a discussion group approach.
2) If a group is to have a long term existence, it may
be more productive to start off with an activity
orientation which lends itself to maximum partici-
pation and to new learning in a restricted setting.
However, in time, this should be transformed into
a member-directed group to enhance the development
of group cohesion and formation of group norms--
particularly those norms that support application
of new attitudes in home problems.
3) The lack of superior intellectual growth in chil-
(5i:en of the experimental mothers suggests that
educating parents in effective child-rearing prac-
tices in a compound intervention, such as the Early
Education Program, may be more valuable for long-
term growth of the child than short-term change.
(p. 49)
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Rose (1974) compared parents receiving Aid to Families
with Dependent Children (A.F.D.C.) with middle-class par-
ents, after both groups received training in behavior change.
The major difference, according to Rose, was that the A.F.D.C.
parents worked at a slower rate and therefore completed few-
er change projects. The fourteen mothers who were unsuc-
cessful in this study were characterized as unskilled and
uncommitted to change. Lower income mothers were more suc-
cessful when grouped with middle-class parents. The middle-
class parents are slightly more effective in implementing
behavior management procedures.
The results of modeling on parent acquisition of be-
havior management skills were evaluated by Mash, Layere,
Terdel & Garner (1973) . The parent group consisted of
mothers who "observed" (via one-way mirror) and a "demonstra-
tion" mother who was observed. The observer mother's chil-
dren substantially increased their compliance. All of the
observer mothers eliminated their negative responses to non-
compliance at the termination of the group. Two of the three
observer mother's children generalized their compliant be
havior in the home. The model mother did not demonstrate
the gains the observer mother did, although both partici-
pated in group discussions.
Filial Therapy is a reflective counseling approach
where mothers are taught to conduct play sessions with
their
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own children. Parents are considered as more effective
(change-agents) than professionals because "the parent has
more emotional significance to the child" (Guerney & Stover,
1967, p. 116). The rationale in this method is that mal-
adjusted children are a result of faulty family interaction
patterns, seen primarily between the child and his/her mother.
The resistances usually encountered from the mother when
the child is seen alone are largely reduced due to the moth-
ers direct involvement in the therapy process. By directly
observing the child, the mother's expectations become more
realistic and a subsequent change in attitude toward the
child develops, which alters the parent-child relationship.
Parents are taught techniques of reflection and clarifica-
tion of feelings via trainers modeling strategies with nor-
mal children.
In suiranary parenting is a necessary skill for families
regardless of economic class or race. The effect of the
type of program varies widely. Parents belonging to A Par-
ent Effectiveness Training Program and an Adlerian Parent
Group showed no significant differences. P.E.T. at times
does not meet the needs of parents but can assist in focus
on changing communication patterns. In searching the liter-
ature there has not been found a study that isolates and
compared the effects of group discussion, readings, lectures,
contracts and modeling on distinct parent populations.
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Modeling is frequently used in teaching reinforcement seem-
ingly contributing to parent effectiveness. Parents parti-
cipating in a group training experience feel better about
themselves. Parents trained in play with their children
did become more effective as change agents in their fami-
lies.
Empathy and Empathic Communication
Vital importance has been given to the use of empathy
in helping relationships by educators and psychologists
(Carkhuff, 1969; Dymond, 1949; Katz, 1963; May, 1967; Rogers,
1961) . It is reasonable that the use of empathy and empathic
communication with parents in training will enhance the
actual utilization of verbal and non-verbal behavior which
strengthen feelings of warmth and caring.
Parents utilizing empathic communication experience
three basic responses to the process:
1) feelings of closeness or companionship
2) behavior more appropriately adapted to the needs
of the other
3) insight and understanding of the other (Dymond,
1950; Klock, 1977; Mead, 1934; Rogers, 1954).
Mead (1934) sees empathy as having an adaptive func-
tion in the helping relationship, it is a guide to adjust
one's behavior to a given situation. Dymond (1950) feels
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the use of empathy is being able to see things from the
other person's perspective, which does not insure more re-
spect for others, but does insure more effective communica-
tion and understanding. Consequently, according to Dymond,
the quality of the parent-child relationship affects the em-
pathic abilities, which in turn determines the degree of
insight.
Klock believes that "successful empathic communication
.
contributes to a sense of companionship, facilitation of
learning, self-awareness, self-respect and reassurance in
helping relationships." In a parent-child relationship
empathic response is suggested to contribute to a sense of
personal efficacy and to emotional health. She has for .
the purpose of her research involving parenting training
defined empathic communication as a "sensitivity to thoughts,
feelings and behavior of the other and the facility to ver-
bally and non-verbally express such sensitivity" (1976)
.
In effective parenting a warm accepting attitude helps
develop healthy, capable children (Dodson, 1970; Gordon,
1971; Stollak, 1971) . Another necessary factor in active
involvement with the child is with responsiveness to the
affective experience (Baumrind, 1967; Busse, 1969; Stern,
et al., 1969). Limit setting, discipline and parental con-
trol when applied in a rational consistent manner is imper-
ative to sound growth of the child (Bierman, 1969; Busse,
1969; Rowland and Ferguson, 1969).
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Research indicates parenting that results in desira-
ble behavior change comes from and includes:
1) statements and demonstration of affection
2) verbal praise of behavior
3) attention to the child
4) reflection of verbal content expressed by the child
5) reflection of motor behavior
6) reflection of feelings
7) appropriate interpretation of behavior
8) reciprocal participation in a child's fantasy
9) guidance through orientation rather than directing
10)
setting appropriate limits with rational explan-
ations (Reif and Stollak, 1972, p. 27-29).
The primary conditions for helping according to Carkhuf f
,
are empathy, respect, warmth, genuineness, self-disclosure,
concreteness, confrontation and immediacy of the relation-
ship (1968)
.
Robert Katz adds to the meaning of empathy the aspect
of successful communication. He suggests that reception of
empathic communication is a source of personal reassurance
to contribute to one's self-awareness and self-respect (1963).
In summary, empathy is a state of sensing another ex-
perience; empathic communication is the expression of this
to the other, and the empathic process is the combination
The effect of the empathic process includesof both.
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insight into the other, a sense of companionship and adapted
behavior in the empathizer (the helper). The other person
(the helpee, the child, the student) is reported to develop
greater insight into self, a sense of efficacy, greater
to communicate empathically
,
more positive attitudes
toward self and intellectual growth.
Training in Empathic Communication
According to Klock (1977)
,
the microcounseling paradigm,
when used in the training of counselors and other helpers,
has been shown to enhance the level of empathic communica-
tion (Toukmanian and Rennie, 1975) . Developed by Allen
Ivey (1968), it is an example of structured short design
in basic attending skills plus reflection and summarization
of feelings. The program, by its name, microcounseling,
breaks down complex behavioral skills into single units of
behavior to be presented and learned. The study used pre-
and post-training five-minute diagnostic interviews conducted
by the trainees to measure behavior change.
The training design included reading descriptions of
appropriate behaviors, viewing videotaped models of effec-
tive and less effective behaviors with feedback and reinforce-
ment from the supervisor and final review of the skills with
the trainee and supervisor. For the reflection and summar-
ization of feeling a videotaped practice session with feedback
«
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was included. This particular study involved three differ-
ent training sessions with three different groups with be-
ginning counseling trainees. Each training program lasted
under two hours.
On the rating of the videotaped interviews, signifi-
cant differences between the experimental and control group
were shown. There was significant increase in eye contact,
verbal following, reflection of feelings and summarization
of feelings. Client ratings of counselor effectiveness
also increased significantly from pre- to post-training
interviews.
Klock (1977) developed and tested a microtraining pro-
gram aimed at enhancing empathic communication between par-
ents and young • children . The effects of this program were
compared to those of a discussion group designed to meet the
same goal.
The subjects investigated v;as nineteen highly educated
and middle-class professional mothers and fathers, who self-
selected into two groups. The treatments were randomly
assigned and lasted a total of ten hours.
The microtraining was a pre-structured directive pro-
gram which included didactic presentation of materials, video
models of specific behaviors, role-play, exercises, and home
practice. The nondirective discussion group included read-
ing materials related to empathic communication and group
discussion.
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Three methods were used for assessing outcomes. Changes
in empathic communication behaviors were determined through
assessment of pre- and post-training video play sessions
of each parent and one of their children. Changes in know-
ledge of the principles of empathic communication were mea-
sured on a Parent Response Questionnaire, administered before
and after the training. Also, a follow-up interview was
conducted two months after the programs ended to determine
the participant's perception of the programs and to elicit
feedback
.
Though the Microtraining group showed consistently
higher gains than the discussion group, the differences
were not significant. Within the Microtraining group there
was significant gain in the area of communication of accep-
tance, though it did not gain more significantly than the
discussion group in .demonstrating empathic communication
behaviors.
Both groups showed significant gain in knowledge of
the principles of empathic communication, however the Micro-
training group did not show significant gain over the dis-
cussion group. High increase of scores by both groups on
the Parent Response Questionnaire primarily reflected move-
ment from covert rejection of the child's feelings to ac-
ceptance of feelings with redirection of behavior.
The follow-up interview revealed that both groups had
primarily positive feelings about the programs but were
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affected by different aspects. The discussion group re-
acted most strongly to the issues of group interaction and
program content, while the Microtraining group focused its
feedback on program design.
The groups reported similar amounts of learning and
similar proportion of transference to parent-child inter-
action. The discussion group reported learning most fre-
quently in the area of response to feelings and not at all
in response to the child's verbal content and behavior.
The Microtraining group reported learning most frequently
in the area of problem solving and limit setting.
The results showed that the Microtraining paradigm as
a viable form of parent-training.
Payne and Gabinski (1968), Payne, Weiss and Kapp (1972),
confirm the effectiveness of didactic, technique-oriented,
directive training of counselors to improve levels of em-
pathic communication. The data indicates that the components
of modeling and instruction are additive and of near equal
impact on skill acquisition. While these studies were done
with counselors, the procedures and findings have relevancy
for working with parents.
With parents, or professionals working with young chil-
dren, training programs are of two types: those dealing
with adult-child interaction in play situation (Linden and
Stollak, 1969; Stover and Guerney, 1967) and those dealing
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with more global adult-child interaction (Carkhuff and
Bierman, 1970; Gordon, 1970; Guzzetta, 1976).
The training aimed at play situations involves presen-
tation and discussion of appropriate behaviors, specific
modeling of behaviors with children and discussion and prac-
tice with children followed by discussion and feedback.
Linden and Stollak (1969) studied structured training
groups, measuring nineteen behavioral variables that showed
significant change in four; an increase in reflection of
verbal content, an increase in reflection of feelings, a
decrease in unsolicited intervention in the child's activ-r
ities
.
In comparison with an untrained control group, Stover
and Guerney's (1967) filial therapy training group showed
a significant increase in reflective statements, a decrease
in directive statements and a total decrease in verbaliza-
tions on the part of the parent. There was an especially
sharp increase in restatement of content and clarification
of feelings.
In summary the research and the literature on limited
(short-term) training in empathic communication skills in-
dicate that;
1) directive training involving didactic presentation,
modeling and practiced with feedback are more ef-
fective in producing behavioral change than non-
directive training
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2) directive and nondirective training both, effect
change in attitude toward, and knowledge of empathic
parent-child interaction as reported in interviews
and on written measures
3) directive training is more likely to create greater
change than nondirective training in attitude and
knowledge due to the specificity of training
4) both directive and nondirective training are ac-
ceptable and viable forms of education as reported
in evaluation by participants.
CHAPTER III
METHODOLOGY
Introduction
The authors reviewed in Chapter II suggests that par-
ent training is useful in helping families to cope with
child rearing. There are many variables in effective par-
enting. The ability of the parents to communicate empath-
ically with the child is one of these important variables..
The purpose of this study was to compare the effective-
ness of two different methods in the training of Black fam-
ilies in parenting skills. One method T^ employed a micro-
training program to enhance empathic communication skills,
the second method employed the distribution and reading
of a manual and four articles taken from popular household
magazines v;hich dealt with empathy in parenting. A pre-
and post-training design v;as used to measure any changes
and differences in parental attitudes and performances in
communicating empathy with their children.
In order to assess the behavioral change in both the
Microtraining and the Reading group, pre- and post-training
play sessions were videotaped of each subject with one of
their children. A Parent Response Questionnaire was
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FIGURE 1
Sequence of the Design
Microtraining Group Reading Group
Pre-measurement Pre-measurement
1. Videotape
2. Parent Response
Questionnaire Form A
1. Videotape
2. Parent Response
Questionnaire Form A
Training Reading
4 Weekly 2-hour
Training Sessions
on Parenting
Received 4 Weekly
Readings on Parenting
Through the Mail
Post-measurement Post-measurement
1. Videotape
2. Parent Response
Questionnaire Form B
3. 2-Month Telephone
Follow-up Interview
1. Videotape
2. Parent Response
Questionnaire Form B
3. 2-Month Telephone
Follow-up Interview
Tabulation and
compare results
Tabulation and
compare results
The overall design for this comparative study can be
seen in Figure 1. The pre-measures, training, and post-
measures, are outlined to illustrate the steps and proce
dures used in the study.
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administered pre- and post- to assess parent knowledge of
ideal responses to problems children might present to them.
after two months, a follow—up telephone interview
was conducted by a trained interviewer to determine the ef-
fects of the two programs are reported by the participants.
This research was modeled after a study developed and
conducted at the University of Massachusetts by Elizabeth
Miller Klock (1977)
.
Subjects
The subjects of this investigation consisted of twenty
Black parents from a New England University community who
responded to advertisements posted in various schools and
mailed to a selected population. Ten parents received T^
Microtraining treatment and ten were in Reading group.
Initially fifteen parents responded to the posted
fliers, five others were contacted by telephone. Eight of
fifteen responded to the flier that was mailed directly to
their homes. Following the introductory session ten par-
ents volunteered to take part in the T^ Microtraining on
empathy skills. The remaining ten parents were interested
in parenting training but did not attend the four training
sessions planned. Two extra parents wanted to take part in
the T^ Microtraining, they were permitted to do so but they
dropped out after the second session.
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The two groups as can be seen in Table 2:1 were similar
in biographical characteristics. One father was part of
each group. In T^ there was one single separated mother,
while in there were three separated or divorced mothers.
1^ Tj^ the married man attended with his wife, they were the
only couple included in the study.
The age range of the subjects was from twenty-one to
thirty-nine years. Mean age of T^^ was 27.3 and 31.7.
The median family income for both groups was approx-
imately $15,000.
In both groups the education level was high. T^ was
sixteen years, R^^ seventeen years. It should be noted that
the education level of R^ was somev/hat higher but this dif-
ference was not considered significant.
The number of children in each family was also similar
for each treatment group. Eight families had two children,
three families had three children. The balance had one
child in the family.
In each of the groups eight of the ten parents had had
previous training in communication skills. Four out of the
twenty families had experienced training in communication
skills, child development, or parenting skills.
The groups T^^ and R^^.were composed of educated middle
class Black parents similar in age, family size, marital
status and previous training in parenting skills. The
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participants were the same in male-female (mother-father)
distribution, there was only one male in each group.
While the two groups were similar in most respects,
they did differ in availability to attend the four weekly
two-hour sessions. The population which chose to join
the Microtraining group were five wives of students, three
v/orking mothers, one working mother who was in school on a
part-time basis, and one married mother in school part-time.
The sole father in T^ v/as employed full-time and in gradu-
ate school.
In the Reading group, eight of the parents were
working on a full-time basis, five were both working and
attending graduate school, three were neither in school or
employed, and each had young pre-school children.
TABLE 2 ;
1
BIOGRAPHICAL DESCRIPTION OF MICROTRAINING GROUP AND READING
GROUP BY AGE, FAMILY INCOME, YEARS OF SCHOOLING, NUMBER
OF CHILDREN, EXISTENCE OF PREVIOUS TRAINING AND SEX
T^ Microtraining
Characteristic Group R^ Reading Group
Age Range
:
Mean
:
22-33
27.3
Range
:
Mean
;
23-39
31.7
Family Income Median
:
$15,000 Median
:
$15,000
Years of
Schooling
Range
Mean
:
12-19
16
Range
:
Mean
:
14-19
17
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TABLE 2 : 1-Cont inued
Microtraining
Characteristic Group Reading Group
Number of Chil- Range: 1-3
dren per Parent Mean: 1.9
Range: 1-3
Mean: 1.6
Previous Related
Training
Yes : 6
No : 5
Yes: 7
No: 3
Sex Women: 9
Men : 1
Women : 9
Men : 1
Procedures
Introductory session . Prior to the beginning of the train-
ing program an introductory session v/as conducted with all
parents in T^^ and R^. This meeting was held in a large
classroom in the School of Education building at seven o'clock
in the evening. There was coffee, tea and apple juice avail-
able for the parents as they came in. After all of the
participants had assembled the general format was explained
and the goal of the program that of "enriching parent-child
relationships and fostering better communication" was out-
lined .
The facilitator made introductions and greetings after
which the participants and the facilitator joined in an
exercise to promote sharing, help each other relax and get
acquainted. Each person was given a 5 x 7 card. They were
asked to put their name on one side and then fold the card
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into fourths. In each portion they were asked to: 1) draw
a logo for theinselves--a symbol that represented them or
something about themselves; 2) write three things they liked
about their child (ren); 3) write three things that they do
as a family for fun or relaxation; 4) write three hopes or
wishes they had for their child (ren).
A discussion followed of the feelings these listings
evoked. The sharing that ensued established a friendly at-
mosphere. It was stressed that as parents one is entitled
to both negative and positive feelings, fears as well as
hopes for children and highs and lows in parenting.
The discussion included common goals, as parents and
needs for individuality as adults which are vitally impor-
tant.
The parents deciding to stay in the T^ group remained
and after discussion of the most appropriate meeting time
it was decided to meet from 7:00 to 9:00 P.M. on Monday.
They were informed that the research aspects of the
projects would be explained at a later date and that the
results of the study v;ould be shared with them.
OUTLINE FOR INTRODUCTORY SESSION
A. Welcome and greetings
B. Introduction of participants
15 minutes
and facilitators 15 minutes
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C. Game/Exercise to promote
sharing— "Name Game"
Reading and talk of name
cards by each parent
D. Discussion of goals as
parents and adults
E. Planning of sessions
Place and time
F. Questions about research
components
45 minutes
15 minutes
15 minutes
15 minutes
Description of pre- and post videotaping of play session.
Before and after the four Microtraining sessions of and
the four Reading sessions of R^^, each subject was videotaped
in a fifteen minutes unstructured play session with one of
their children. The purpose of these videotaped sessions
was to measure the degree of empathy expressed by the par-
ent with his or her child. At the introductory session each
parent was asked to select a child to join them in a play
session. No other explanation or criteria was told the
participants. They were telephoned as a reminder of the
play session, told their timing and the location of the film-
ing.
The videotaping was done in a family play room in the
home of the facilitator. The camera was visible. The par-
ticipants were aware of being filmed and had signed a form
giving permission for the taping (Appendix A)
.
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Just prior to taping, the parent and child were told
they could use the play materials as they wished. It was
emphasized to the parent that they play with their children
as they would ordinarily, and to have fun. The taping was
done in a home situation to provide a natural setting where
the parent and child would feel comfortable and at ease.
In the play sessions a variety of toys were provided
including games, crayon and papers, finger paint, blocks,
puzzles, scissors, play dough, ball, darts, and a furnished
doll house with a family of Black dolls.
The parents were given Registration and Information forms
to fill in at that time. All parents (T^ and were given
the Parent Response Questionnaire (PRQ) to complete and re-
turn to the facilitator. They were directed to spend about
thirty minutes on the P.R.Q., responding as they might in
a usual manner. See Appendix H.
THE PRQ will be discussed later in this chapter.
The grouping of the parent-child combinations in the
play sessions was as follows: six mothers in T^ chose daugh-
ters, three mothers chose sons, the only father chose his
only child--a daughter. In five mothers chose daughters,
four mothers chose sons, the only father in this group chose
a daughter. The mean age of children in both groups was
7.3
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TABLE 2:2
GROUPING OF PARENT-CHILD PRE- AND
POST-VIDEOTAPED PLAY SESSIONS
Pairing Group T^ Group R^
Mother-daughter 6 5
Mother-son 2 4
Father-daughter 1 0
Father-son 0 1
Equipment used . The pre- and post-training play sessions,
the demonstration lessons and the scoring of the play ses-
sions required audio-visual equipment. The equipment that
was used was the SONY VIDEOROVER II usually referred to as
PORTAPAK because it is a portable video system. A portapak
consists of a portable video camera with a built-in micro-
phone and electronic viewfinder, a VTR and a video monitor,
all engineered into a battery powered system that weighs a
total of about twenty-five pounds and records up to thirty
minutes of videotape without changing the tape. A tripod
was used for the camera.
Scheduling . The Microtraining Group T^ and the Reading
Group were scheduled for the pre- and post-training play
sessions which were conducted after the introductory ses-
sion but before the training session began, in the family/
play room of the group facilitator. The participants
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signed up for the time slots that were convenient for them
and their child. The sessions were conducted for approxi-
mately forty-five minutes which allowed time for an explan-
ation of the procedure, filling out the necessary forms,
and actual filming for fifteen minutes. The participants
were blocked an hour apart so the facilitator could reset
the room then have the tapes and equipment ready for the
next recording. The filming was done in the afternoons of
some weekdays and on Saturday and Sunday. The resultant
schedule was random for all participants.
Location of training . The Microtraining Group T^ met at a
local elementary school because of the central location,
and availability of parking space. The teachers lounge
was used for the four two hour sessions. The lounge was a
large, well lighted comfortable room with tables, large
movable leather chairs, straight chairs, a refrigerator and
stove. The room was approximately 24 x 24 feet with adjoin-
ing areas where the groups went for separate exercises.
Electrical outlets were available for the viewing equipment.
A portable blackboard was put in the lounge for exercises
and notes.
Treatments
Method for T^^—Microtraining group . Group T^ the Microtrain-
ing group sessions were structured to teach skills related
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to empathic communications. This was accomplished by means
of lecturettes, modeling, role-play, processing and discus-
sion of the behaviors.
The leader's role in the group was proactive and
directive. The leader was an experienced parent educator
with an extensive background in teaching, child development
and counseling as well as experience as a parent. She was
a divorced Black mother of two daughters, ages ten and five.
Her educational background included a Bachelor of Arts de-
gree, major--psychology
, minor--elementary education. Mas-
ter of Library Science with an emphasis in Children's Librar
ianship and Literature. The leader had had variety of pre-
vious work experiences as a children's librarian, reference
librarian, project director, teacher of second, third and
fourth grades, residence director of university dormitory
and an elementary school counselor. This includes eighteen
years of experience with twelve years as an elementary class
room teacher.
After the initial introductory session for all parents
the population was divided into two groups. The T^ parents
participated in four weekly two-hour training sessions on
Empathy, the training was based on a manual titled Micro-
training for Parental Empathy written by Elizabeth Miller
Klock.
In the T^ session one, the leader welcomed the parti-
cipants, thanking them for joining this group for parenting
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training. The members had attended an introductory session
where an exercise had been conducted to assist each in be-
coming acquainted. The name cards from the introductory
session were placed in front of each person. The names of
the group members were reviewed to help each person know
the others name.
This first training session began with the group ex-
ploring the goals for the program. A discussion followed
lead by the facilitator relating the training goals to the
individual parent goals. Questions were asked about the
research aspects of the training emanating from the video-
taping and the parent questionnaire administered during the
previous week. The facilitator reiterated the reason for
the registration and information forms. The participants
inquired if they might see the videotaping. The facilita-
tor assured them that they could after the training was com-
pleted and that any other information that they were con-
cerned about would be gladly shared with them.
The manual, (Appendix B) which had been distributed
at the Introductory session was reviewed and discussed.
The course outline was presented. A Lecturette on Basic
Attending/Involvement Skill was given during the first ses-
sion, the lecturette was taken from the manual.
Sessions two, three and four followed the same format
with each session beginning with a review of the skill
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learned at the previous session. The group was divided
into pairs to share their experiences using the skill dur-
ing the week. The group then came together, they shared
some of their learnings and ways they had practiced the
skills. There was sharing of personal anecdotes. A lec-
turette on the skill for the session was given by the re-
searcher/facilitator.
Session Two:, Reflection of Behavior and Verbal
Content
Session Three: Reflection of Feelings
Session Four: Empathic Problem Solving
These were followed by questions. A videotaped and/or a
live demonstration was presented. After which exercises
around the skill were presented. An effort was made to simu-
late adult-child interaction through role-play. Feedback
was given by those persons who were "the parent" and "the
child" and also from the facilitator. The training ended
with processing and sharing time when the participants dis-
cussed their reactions to the exercises. The group was en-
couraged to practice the skills at home and teach them to
someone else.
The program was designed for maximum group participa-
tion. The focus of the training was on learning new skills
rather than discussion and analysis of problems or concerns
in the parent-child relationship. The manual describes the
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skills which were to be learned, designed the treatments
and the research led groups through the steps of each ses
sion. For exercise instructions and more detail of the
training program are included in Appendix D. An outline
for
A.
B.
C.
D.
E.
F.
G.
H.
A.
each session follows.
Session One--Basic Attending Skills
Introduction to the program.
Microtraining Manual p. 1-6
Lecturette on Guidelines for Attending
Involvement Skills. Microtraining
Manual p. 7-8
Viewing of Videotaped-Demonstration of
Non-attending and Attending Behaviors
Discussion of Demonstration
Exercise-- "How Does It Feel to be
Little and Far Away?"
Exercise--Modes of Responding
Feedback and discussion. The group
talked of their reactions to the
exercise.
Reminders of Sharing, teaching and
practice. Microtraining Manual p. 11-12
Session Two—Reflection of Behavior and
Review of Attending Skills and Sharing
30 minutes
10-15 minutes
10 minutes
10 minutes
5 minutes
45 minutes
5 minutes.
Verbal Content
of Home Practice 10-15 minutes
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B.
C.
D.
E.
F.
G.
H.
I.
A.
B.
C.
D.
E.
F.
G.
A.
B.
C.
Lecturette and Reflection of Behavior and
Verbal Content. Microtraining Manual
pp. 13-15
Demonstration of Reflection of Verbal
Content
Demonstration of Reflection of Behavior
Discussion of Demonstration
Exercise: "It's An Awfully Nice Whatzit"
Exercise: "When Push Comes to Shove"
Feedback and Processing
Practice and Teaching
Session Three--Reflection of Feelings
Review of Reflection of Behavior and
Verbal Content
Lecturette on Reflection of Feelings
Microtraining Manual pp. 18-24
Demonstration of Reflection of Feelings
Exercise: "The Good Old Times"
Exercise: Responding to Feelings
Feedback and Processing
Practice and Teaching
Session Four—Empathic Problem Solving
Review of Reflection of Feeling
Lecturette on Empathic Problem Solving
Demonstration of Problem Solving Skill
Videotaped Demonstration
5-10 minutes
5-10 minutes
5-10 minutes
5 minutes
30 minutes
30 minutes
5-10 minutes
1 minute
15 minutes
15 minutes
30 minutes
30 minutes
20 minutes
1 minute
20 minutes
15 minutes
5-10 minutes
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D. Discussion of Demonstration 5 minutes
E. Exercise: Sending "I" Messages 20 minutes
F. Exercise: Demonstration Role-Play 20 minutes
G. Parent Response Questionnaire
Method for Rj^—Reading group
. Group R^ the Reading group
focused on parenting training through readings of differ-
ent parenting techniques. They did not receive microtrain-
ing but were given a copy of the Empathy Manual and four
weekly mailings of magazine articles on parenting.
During a four week period the participants in R^ were
mailed each week readings to be used to improve their par-
enting skills. They were directed to incorporate these
readings in their reactions with their children and to prac-
tice the new learnings as often as they could.
The four weekly reading assignments were:
1) Thomas Gordon, P.E.T. in Action: No More Hassling
With Your Kids, Family Circle March 8
,
1977,
pp. 54-56.
2) Raymond J. Corsini and Geneviene Painter, Marvelous
New Way to Make Your Child Behave, Family Circle
April, 1975, pp. 26-30.
3) Joan Beck, Twenty-one Beautitudes for Parents,
Woman ' s Day September, 1976; Four-year Olds World
View, Woman ' s Day September, 1976; No-Nag Mornings,
VJoman ' s Day October, 1975.
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4) Lawrence D. Robinson, Spanking—Crime or Punish-
ment, Essence, May 1977, p. 27.
The manual of Parent Enrichment Program on Parental Empathy
was also given to them to read (Appendix C)
.
Measurementation and Instrumentation
Empathy scale . In order to assess the hypothesized differ-
ential effectiveness of and R^, the videotapes were pre-
sented in a random order to trained raters. The raters
using a rating scale were to assess the degree of empathy
present in communication between parent and child.
The scale used in this study to measure empathic com-
munication behaviors of parents in the unstructured play-
sessions were developed by Lillian Stover, Bernard Guerney
and Mary O'Connell (1971) for use in filial therapy programs
It was modified by Elizabeth Klock (1977) and is referred
to as the Empathy Scale .
Empathic communication by parents is defined as verbal
and non-verbal communication of sensitivity to the thoughts,
feelings and actions of the child.
The Empathy Scale consisted of three subscales 1) Com-
munication of Acceptance; 2) Allowing the Child Self-Direc-
tion and 3) Parental Involvement.
The highly empathic parent is described as one who
1) attends fully to the child's behavior; 2) comments
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frequently on the child's expression of feeling or behavior
in a genuinely accepting manner and 3) shows clearly that
the child is permitted to engage freely in his present
activity.
The parent operating at the lowest level of empathic
communication would be one who is either 1) shutting him-
self/herself off from the child who must repeat or prompt
to get a response from her/him or 2) verbally rejecting
the feelings or behavior of the child and 3) demanding or
redirecting the child's activity (Stover, et al., 1971,
p. 261)
.
The first subscale. Communication of Acceptance, ex-
amined the verbal acceptance-rejection of the child by the
parent. It is considered by the authors to be the "major
element in the communication of empathic feeling" (Stover,
et al., 1971, p. 261). As are the other subscales, this
is a five point scale with the following range:
Level 5: Verbal Recognition and Acceptance of Feel-
ings
Level 4: Verbal Recognition and Acceptance of
Behavior Only
Level 3: Social Conversation or No Conversation
Level 2: Slight or Moderate Criticism Stated or
Strongly Implied
Level 1: Persuades, Cajoles, Demands, Pushes, Inter-
rupts, Interferes in Child's Activity,
Insists on New Activity
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The subscale of Parental Involvement is "a measure
of the adult's attention to and participation in the
child's activities" (Stover, et al., 1971, p. 263). The
involvement is not evaluated in terms of quality, it may
be highly directive or appropriately supportive.
The levels of this subscale are:
Level 5: Fully Observant of Child's Behavior
Level 4: High Level of Attention
Level 3: Marginal Attention
Level 2: Partially Withdrawn or Preoccupied
Level 1: Completely Preoccupied, or Self-Involved,
or Shut-Off.
Originally the authors designed the scale so that high
levels of empathy obtained low scores. For the purpose
of her investigation Elizabeth Klock reversed the scale to
maintain a direct relationship between scores and relative
empathy so the high scores reflect a high level of empathy.
In Appendix F a completed version of the instrument is de-
tailed.
Reliability and validity of the Empathy Score . Relia-
bility coefficients were established by Stover, et al.,
(1971) for each of the subscales comprising the total em-
pathy score. Six pairs of coders independently rated seven
to ten play sessions of tv;enty to thirty minutes each.
The reliability correlations for highest expression of
Com-
munication of Acceptance was from .48 to .98, the median
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.91. The range for the lowest expression of Communication
of Acceptance was from .78 to .99 the median .93. The range
for Allowing Self-Direction was from .52 to .96, the median
.89. The range for Parental Involvement was .73 to .96,
the median
. 89.
3l.
, (1971) also determined concurrent and
construct validity. To find concurrent validity, two in-
dependent raters, one using the current scale and one using
the scale from which the present one was revised (Guerney,
Stover and De Merritt, 1968) rated seven mother-child pairs
in twenty free-play interactions. The total empathy scores
obtained by the present scale were correlated with the em-
pathy scores of the original measure. The Pearson Product-
moment correlation was .85 which was significant at the
.005 level for a two-tail test. Construct validity was
determined in a study of fifty-one mothers in a filial ther-
apy training program where they were trained in Rogerian
play therapy techniques. The scales were utilized to code
a pre-training free play session, and free-play session and
after the first and third training sessions. The authors
stated that "if the scales reflect the changes which the
training is designed to produce, it would provide evidence
suggesting the validity of the scales" (Stover et al., 1971,
p. 267) . The changes on each subscale score and the average
empathy score between the pre-training and the first
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post-training score were significant at p <.0005. Between
the first and the third post-training sessions were signi-
ficant from p <.025 to p <.0005. While the validity stud-
ies are limited these scales are probably the best measure
available at the present for the specific purposes of this
investigation.
Klock. (1977) used two independent raters to establish
interrater reliability. It was determined by having the
raters independently rate four videotapes of parent-child
interaction in the unstructured play situation, used in the
pre- and post-tapings of the subjects. The tapes totalled
twenty-seven two minute segments. The reliability on each
subscale of the Empathy Scale was determined by percentage
of agreement. On the Communication of Acceptance subscale
the percent agreement on both the Highest and Lowest levels
was 92.3 percent. Oh both the Allowing Self-Direction and
Parent Involvement subscale the percent agreement was 85.2%
out of 108 judgements made by the raters, they disagree
12 times. The average percent agreement was 88.8 percent.
Selection, training and reliability of raters for the
Empathy Scale . For this study described in this report
two independent raters were used to make ratings of empathy
by viewing the videotapes of parental behavior. One rater
was a thirty-three year old Black female, married with two
children ages ten and twelve, a college graduate and wife
of a graduate student. The other rater was a twenty-six
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year old Black female, divorced with a four year old daugh-
ter. She had completed three years of college. Both had
received training in education and some communication skills
training.
They received five hours of training with viewing of
special viaeotapes of fifteen two-minute segments of par-
ent-child interaction. After exposure to instruction on
understanding the scope of the empathy scale and indepth
discussion of behaviors relating to the empathy scale— the
raters used the Empathy Scale to determine levels of em-
pathy present.
In order to establish interrater reliability, the rat-
ers scored independently five videotapes of unstructured
play sessions showing parent-child interaction of other
parents not included in this study but similar in biographi-
ical characteristics. These parents were given the same
instructions as used with T^^ and parents.
Scoring of the Empathy Scale . After reliability stand-
ards of eighty percent agreement had been consistently at-
tained, the pre- and post videotapes were rated using the
Empathy Scale. The raters viewed each randomly selected
tw'o minute segments and rated the level of empathy on a
five-point scale for each subscale. The rater scored each:
Highest Level of Communication of Acceptance, Lowest Level
of Communication of Acceptance, most characteristic level
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of Parental Involvement. In judging Allowing Self-Direction
and Parental Involvement, if the behaviors seemed to fall
equally in more than one level and a most characteristic
level was difficult to determine, the raters were to give
preference to the higher level. Dividing the videotapes
into five two-minute intervals and scoring each interval
on four scales resulted in twenty judgements made for each
tape. (See Appendix G for sample score sheet.)
To find the score for the subscale Communication of
Acceptance, the segment scores for the highest and lowest
levels were added and averaged. For the scores of the
other subscales, the two-minute scores were added. The
higher the score, the higher the level of empathy.
Parent Response Questionnaire
. Hypothesis II stated the
Microtraining (Tj^) group would exhibit greater change than
the Reading (R^) group between the pre- and post-training
scores on the Parent Response Questionnaire (P.R.Q.). The
purpose of the P.R.Q. was to evaluate the subject's know-
ledge of empathic parenting responses, not necessarily the
subjects behavior.
Development of the P.R.Q. Elizabeth Miller Klock de-
veloped the Paren t Response Questionnaire (P.R.Q.). This
measure was adapted from Guzzetta's Parent Training Question-
naire ( 1976 ) which was designed for parent-adolescent
61
interaction. It was modified by Klock (1977) to be used
in a (her) study that focused on the interaction of parents
with young children.
The questionnaire consisted of ten situations which
a young child might present to a parent. They were designed
to cover a range of emotions including pride, anger and sad-
ness and a variety of situations including sibling rivalry,
divorce, death and competition. The situations were stated
without gender references and free from sexual bias. The
parents were instructed to write down what they thought would
be the ideal initial verbal response to give the child.
Some examples from the questionnaire are listed below, the
complete version can be found in Appendix H.
Four year old of Y comes to the breakfast table
all smiles. Y has dressed without help for the
first time. The shirt and pants are on backwards.
Y says, "look at me!”
Parent:
Seven year old Y sitting at the breakfast table
starts weeping softly. Parent asks what is wrong
and the child says, "I don't have any friends
at school." This is a new school experience for
this child.
Parent
:
Eight year old Y, the dependable goalie for the
team, comes home from practice, and says empa-
thatically, "I am never going to be the goalie
again. Everytime we practice the coach yells at
me and I am sick of thatl"
Parent:
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Response Questionnaire was given to each
parent to complete as they finished the pre-training video-
taping session. The parents were instructed to spend ap-
proximately thirty minutes or so filling out the question-
naire responding as they thought appropriate to each situa-
tion. At the end of the post-training videotaping about
five weeks later the same form of the P.R.Q. was given to
each parent for the post-training measurement.
The Parent Response Taxonomy by Elizabeth Miller Klock
(1977) was designed to score the written response from the
Parent Response Questionnaire
.
The Parent Response Taxonomy was comprised of eight
categories. Values were assigned to each category to deter-
mine an overall score for each subject. Responses in cate-
gory one were given six points, category two were given
five points, category three were given four points, down
to category six which received one point. Categories seven
and eight which included non-categorizable responses were
not given points.
The final P.R.Q. score was determined by adding the
points attributed to each response.
The Taxonomy has four sources:
1) Ivey’s Microcounseling Taxonomy (1976)
2) Stover, Guerney, and O’Connell's Empathy Scale
(1971)
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3) Reif and Stollak's categories for Adult Behavior
(1972)
4) Thomas Gordon’s "Typical Twelve" Parent Responses
(1970)
In developing categories of empathic responses, items
from Ivey's Microcounseling Taxonomy (1976) were used.
Reflection of feelings, paraphrasing and open invitation to
talk were included. As well, the two highest levels of
empathic communication from Stover, Guerney and O'Connell's
subscale of Communication of Acceptance were incorporated:
Verbal Recognition and Acceptance of Feelings and Verbal .
Recognition and Acceptance of Behavior.
Reif and Stollak's (1972) categories for adult behavior
offered refinement for operationalizing the items in the
most empathic categories. Examples of Reflection of Verbal
Content, Reflection of Feelings and Reflection of Motor
Activities were considered.
The non-empathic categories included in the Taxonomy
were gleaned from the well developed examples offered by
Thomas Gordon (1970) as the "Typical Twelve" parental re-
sponses to children's problems and from the lowest levels
of Communication of Acceptance on the Empathy Scale (Stover,
1971).
The "Typical Twelve" are examples of non-empathic re-
sponses manifesting either covert or overt rejection of
the child's feelings and/or behavior and statements.
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The twelve categories are:
1) Ordering, directing, cominanding
2) Warning, admonishing, threatening
3) Exhorting, moralizing, preaching
4) Advising, giving solutions or suggestions
5) Lecturing, teaching, giving logical arguments
6) Judging, criticizing, disagreeing, blaming
7) Praising, agreeing
8) Name calling, ridiculing, shaming
9) Interpreting, analyzing, diagnosing
10) Reassuring, sympathizing, consoling, supporting
11) Probing, questioning, interrogating
12) Withdrawing, distracting, humoring diverting (Gordon,
T.
, 1971, pp. 41-44)
The two lowest levels of Communication of Acceptance
(Stover, et al., 1971) were Slight or Moderate Criticism
Stated or Strongly Implied and Argumentative, "Preaching,"
Openly Rejecting Feelings or Behavior, Abusive Language.
The . author placed these non-empathic responses from Gordon
and Stover into three categories covering overt and covert
rejection of feelings and behaviors.
Finally, one category was a combination of acceptance
and direction. In this instance the parent would both recog-
nize and accept the child's feelings, statements or be-
havior and would also provide some guidance, redirection or
problem solving.
The final Parent Response Taxonomy includes eight cate-
gories. They are listed below.
Cateqory 1: Recognition and Acceptance of Feelings .
Reflection, restatement, paraphrasing or interpretation of
child's verbally or non-verbally expressed feeling. ^The
child's feelings are the primary focus of the parent's
communication.
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Category 2: Recognition and Acceptance of Behavior
or Ve rbal Content and/or Open Invitation to Talk
. Reflec-tion, restatement, paraphrasing of what the child has said;description of child's behavior; invitation to talk.
Category 3: Recognition and Acceptance of Feeling s
Behaviors with Redirection of Behavior or
other Solution to Problem
. Reflection, restatement, para-phrasing or interpretation of child's verbally or non-
verbally expressed feelings, or child's behavior or state-
ment, accompanied with redirection of the child's behavior
or other problem solving statement.
Category 4: Covert Rejection of Fee lings and Behaviors.
Feelings, behavior, or statements are not acknowledged.
They are avoided or ignored through any of the following
responses: Advising giving solutions; Praising, agreement;
Reassuring, sympathizing, consoling, supporting; Lecturing,
teaching, giving logical explanations; Questioning, probing,
interrogating; Withdrawing, distracting, humoring, divert-
ing.
Category 5: Overt Rejection of Behavior . The child's
behavior is overtly rejected through any of the following
responses; Ordering, directing, commanding; VJarning, ad-
monishing, threatening; Exhorting, moralizing, preaching.
Category 6: Overt Rejection of Child or Child's Feel-
ings . The child or the child's feelings are overtly re-
jected through any of the following responses: Judging,
criticizing, blaming; Name-calling, ridiculing, and shaming;
Interpretating, analyzing, diagnosing; Spanking, hitting,
slapping; Swearing.
Category 7; Miscellaneous . Any responses which, in
no way, can fit into the above categories.
Category 8: No response .
The complete Parent Response Taxonomy is given in Appen-
dix I and each category is shown with several examples of
responses parents might give.
From these eight categories, six levels of empathy
were used in rating the parent responses on the P.R.Q.
These levels were;
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Level 6: Recognition and Acceptance of Feeling
Level 5: Recognition and Acceptance of Behavior or
Verbal Content and/or Open Invitation to
Talk
Level 4; Recognition and Acceptance of Feelings, State-
ments or Behaviors With Redirection of Be-
havior or Other Solution to Problem
Level 3: Covert Rejection of Feelings and Behaviors
Level 2: Overt Rejection of Behavior
Level 1: Overt Rejection of Child or Child's Feelings
Selection, training and reliability of rater for P.R.Q.
The P.R.Q. was administered anonymously, each one identi-
fied by a code, number. As additional protection from any
bias of the facilitator or rater, an independent rater was
hired to code the Parent Response Questionnaire
. The rater
was a thirty-seven year old female, college graduate with
elementary school training, presently a teacher of third
grade who was familiar with Parent Effectiveness Training
by Thomas Gordon (1970). She is the mother of a fifteen
year old daughter and a ten year old son.
Four hours of training in the use of the Parent Response
Taxonomy was conducted by the investigator with the rater.
After two hours of practice on the sample questionnaire
which had been administered to ten parents not involved
with this study a eighty-five percent agreement was reached
in categorizing the parent responses.
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The Parent Response Questionnaires were rated indepen-
dently and in random order, and an eighty-two percent of
agreement was maintained. Disagreement was resolved by de-
termining the categorization by concensus.
Follow-up interview
. Eight weeks after the post taping ses-
sion, a telephone follow-up interview was conducted to ob-
tain a general evaluation comments about the impact of the
training program and the methods used. A person not involved
or informed about the hypotheses of the study telephoned
each of the subjects. She used a standard series of ques-
tions in the telephone interview.
Design of the interview
. The telephone interview was
divided into two parts. It was designed to give an indica-
tion of the overall evaluation of the program and to mea-
sure the impact of the program. The purpose of the seven
open-ended questions was to gain:
1) an overall evaluation
2) specific learnings acquired by the subjects
3) application of learnings in the parent-child inter-
action and
4) specific feedback, both positive and negative about
the program.
Thirteen statements were read over the telephone requiring
a rating from one to five depending on the magnitude in
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relation to each subjects experience. Copy of the standard-
ized interview is in Appendix j.
Administration of the interview
. The interview was
conducted over a two week period, eight weeks after the
program ended. The interview lasted five to twenty minutes.
Most of the calls were done in the evenings but the time
varied depending on the subjects availability.
The telephone interviewer was-
a
thirty-seven year old
college graduate presently in school working on a masters
in Public Health. As a registered nurse she had acquired
training in communication skills and was familiar with Par-
Effective Training by Thomas Gordon (1971) . She is the
mother of twin- daughters
,
seventeen years of age. She was
told that the study involved parents from two different par-
enting programs. She did not know any of the program's
participants- nor the design or hypothesis of the study.
Assessment of the interview data consisted of categor-
ization of open-ended responses and scoring of the rated
statements
.
Categorization of the open-ended responses was a lengthy
and detailed process. These responses were sought to elicit
feedback from the parents concerning the program, and to
determine what they felt they had learned. The feedback
responses were divided into categories of positive and nega-
tive evaluation and covered the areas of process, content
and structure of the programs.
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The reported learnings were determined to be either
acquired or transferred learnings, which covered the areas
of attending behaviors, response to the child's verbal con-
tent and behaviors, responses to feelings of parent and
child, problem solving and limit setting and parents feel-
ings of reassurance and support.
Each reported learning outcome was labeled acquired
or transferred learning. The differentiation between ac-
quired and transferred learning was determined by whether
or not an example or detailed description of application of
the learning was given. The interview specifically asked
for examples and if one was not given it was assumed there
was acquisition but no transfer of the skill. The follow-
ing comment was given without an example of application.
"I have learned more about decision making skills
with my children than is useful to each of us."
This was considered acquired learning; even though the skill
of decision making was learned no report of a specific ex-
ample was given.
A transferred learning was reported in this example.
"When my child waited until the last minute to
do her homework assignment, instead of yelling at
her first, I waited and let the child explain
why she had done this. Both of us felt better."
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The five categories of Reported learning with examples
are listed:
I. Attending Behaviors
A. Eye contact/observation: Looking at the
child, child's expression.
Examples: "Now I watch to see if I notice
some facial changes," "more eye to eye
contact" "I look at the kids now when we
talk.
"
B. Body posture/closeness/same level: Moving
near the child, on the childs level
Examples: "I don't yell from room to room,
I try to be close when we talk." "We sit
near each other."
C. Tracking/following the child's lead: Staying
on the child's topic in conversation, letting
the child effect the direction.
Examples: "I allow the child to communicate
his thoughts without my interruptions."
"Tracking helps me understand better what
she means .
"
D. Listening or talking with child versus giving
immediate solutions.
Examples: "I can let her work things out . . .
"Its important to listen to him."
II. Response to Verbal Content or Behavior of Child
A. Specific versus general responses: Parent
responds to details of content or behavior
rather than generalities:
Examples: "I pay attention to what she's
telling me." "I make clear, specific answers.'
B. Descriptive versus evaluative responses:
Parent describes what is seen or heard rather
than evaluating it.
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Exampl0s ; ' I don't talk about 'good' or
•bad' or 'nice.'" "l speak about the be-
havior not how I feel about it."
Reflection of verbal content/behavior:
Reflection, restatement or paraphrasing what
the child has said or reflection of the
child's activities.
Examples: "I try to say back what she's
said." "When I try to paraphrase I hear
it better, too."
III. Response to Feelings of Child and Parent
A. Identification of child's feelings: Parent
reports increased awareness of or sensitivity
to child's feelings.
Examples: "I don't say, "Don't cry" anymore.'
"I try to be more aware of their feelings.".
"I learned that our feelings are different,
she has a right to hers."
B. Reflection of a child's feelings: Parent
reports verbal acknowledgement of child's
feelings.
Examples: "I know you are angry about . . .,
"When that happened it made you feel sad,"
"I'm sure you'd rather have Daddy home."
C. Interpretation of Meaning: Parent interprets
child's intention or feelings or experience
from statements or behaviors.
Examples: "I learned to interpret what my
children say," "I can say, "You're feeling
frustrated" because I can hear it in what
she says."
D. Expression of own feelings, assertions:
Parents states own feelings or position.
Examples: "I have learned to honor my own
feelings, too." "I'm clearer with anger."
"I can apologize now." "I have a better
awareness of self."
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IV. Problem Solving and Limit Setting
A. Identification of ownship of the problem:
Parent reports awareness of whether a prob-
lem is the child's or parent's.
Examples: "I expressed my part of the con-
flict." "I give I messages—owning the
problem." "I own my own feelings with my
child."
B. Limit setting and problem solving: Parent
expresses learnings related to defining and
maintaining boundaries on behavior; expresses
new approach to problem solving.
Examples: "I learned about better ways to
handle discipline now, I set limits without
nagging or fussing." "As a single parent
I tended to be more authoritarian . . . the
material explained a more punitive approach
to discipline allowing the child more say-so
about the problem."
V. Reassurance or Comfort
A. Parent expresses a sense of reassurance,
support, or comfort derived from the group
experience
.
Examples: "It was a very supportive group
and I was able to express feelings freely."
"I liked parents ability to communicate openly
with each other." "It was good to be with
other mothers with similar problems."
The reported learnings of both groups were placed in
these categories. A comparison of the frequency of reported
learning in the various categories as well as the acquired
versus transferred learnings were measured and compared.
The scoring of the twelve statements was done as fol-
lows. So that a high score would show a positive response
to the program, the ratings of the negative statements were
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reversed, i.e., if a subject gave a rating of one (which
IS not at all or not true) to the statement "I have forgot-
ten what I have learned in the parenting program" the score
given would be five. A rating of two would be given a score
of four and a rating of three would remain three. In the
opposite direction, a rating of five (which is very much
or not true would be given a score of one and four would
be given a score of two.
The rating of the positive statements received a score
of the same value. The statement "I enjoyed the parenting
program" a rating of four would receive a score of four.
The scores of the twelve statements, plus the overall
rating the program given for item thirteen were added to-
gether to produce the overall Impact and Evaluation score.
The possible range was between thirteen and sixty-five points.
The feedback data were of positive and negative nature
and fell into the areas of structure, content, and process
of the groups. The structure feedback include issues of
time, place and cost of the programs. The content feedback
covered the skills, materials and issues presented in the
groups. Feedback on process dealt with design of the pro-
grams, group climate and leadership issues. Examples of
positive and negative feedback in these areas are listed:
I. Structure
I liked: the weekly involvement; the large meet-
ing room; the cost.
I would have liked: more time, the sessions
longer, less formal setting.
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II. Content
I liked: The examples relating to materials pre-
sented . . . the tapes and role playing, the
manual containing a diversity of topics, sharing
with other parents our problems, learning about
empathy.
I would have liked: more discussions after the
lessons, more literature, written assignments,
more emphasis on parents feelings, concrete sug-
gestions on specific issues, a cultural mix.
III. Process
A. Leadership
I liked: the way the facilitator encouraged
people to be open and share, personal sug-
gestions from Carol that fit my situation
appreciated Carol's position and style.
I would have liked: lectures to be clearer;
better connections with tapes and skills
from facilitator.
B. Group climate
I liked: The small group setting, parents
ability to have open communications, sociali-
zation with other parents with similar prob-
lems, involvement with other Black parents.
I would have liked: more support from group,
more fathers, more couples, less general con-
versation from group members.
C. Design, organization
I liked: learning alternatives to child rear-
ing feedback from past sessions, taping of
play session the complete organization, meet-
ing format of Training group.
I would have liked: to have seen the video-
tapings before and after the lectures, slower
pace for better comprehension, to talk to
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other parents about the readings, to be in
the "other" group, some specific learnings
more related to Black families today.
The frequency of positive and negative responses in
each category was determined and compared. A subjective
analysis of the feedback responses is detailed in Chapter
V.
Summary . In this chapter the two programs of parent educa-
tion have been discussed including subject selection, group
characteristics and treatment designs. The research method-
ology with the given hypotheses and the development, admin-
istration and scoring procedures for the measurements was
explained. The results and analysis of the investigation
follows in Chapter IV.
CHAPTER I V
RESULTS
Introduction
In this chapter the results of the study will be pre-
sented. The findings for each hypothesis are discussed.
The information from the follow-up interview is analyzed.
The chapter ends with a summary of the results.
Hypothesis I
Hypothesis I predicted that there would be a greater
increase in Microtraining group T^^ than Reading group R^
on the total and on each subscale score of the Stover,
Guerney and O'Connell Measure of Empathy of Adult-Child
Interaction (1971)
.
The Mann Whitney U Test, a non-parametric statistical
test was used for the analysis of the data. This particu-
lar statistical test was chosen because of its applicability
to a sm.all population with uneven numbers in the groups.
It is a measure of the comparative range and the continuity
of the scores and is considered one of the most powerful
non-parametric statistical tests "since . . . it utilizes
most of the qualitative information that is inherent in
the data" (Runyon and Haber, 1972)
.
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In Table 4:1 is presented the mean score of Overall
Empathy on the pre- and post-tests for T^, the Microtrain-
ing group and the Reading group. The Microtraining
groups Overall Empathy score changed from a pre-test mean
of 68.67 to a post-test mean of 70.22. The Reading group's
Overall Empathy score changed from a pre-test mean of 69.30
to a post-test score of 68.95. The mean change scores of
each group and the z score resulting from calculation of
between group differences and within group differences,
along v/ith the calculation of differences are shown.
TABLE 4:1
T^ MICROTRAINING AND R, READING GROUP PRE-
AND POST-MEANS FOR'^OVERALL EMPATHY
Groups
Pre-Test
Mean
Post-Test
Mean
Change
Mean
Within Group
Analysis
T^ Micro- z=0 . 88
training 68.67 70.22 + 1.55 p=<.19
Reading 69.30 68.95 -0.35 z=0 . 64
p=< . 26
Between
Group z=0.45 z=0. 25 z=0.45
Analysis p=< . 33 p=< .40 p=<. 33
In order to determine whether significant differences
existed on the pre-test scores the z score was calculated.
A two- tail test of significance was used and the z score
must be 1.95 or greater to yield a p value of less than
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.05. The between group post-test scores and change scores,
and the within group gains were analyzed with a one-tail
test of significance since hypotheses concerning the direc-
tion of outcome have been previously stated. In these
cases, the z scores must be 1.65 or greater to obtain a p
value of .05 or less.
The comparison between the two groups of the pre-test
scores resulted in a z score of 0.45, yielding a p value
of <.33 on a two-tail test of significance. The z score
was far below the necessary 1.95 to show significant dif-
ferences between the groups.
Comparing the two groups on the post-test revealed a
z score of 0.25, yielding a p value of <.40 on a two-tail
test of significance against the z score was far below the
necessary 1.95 to show significant differences between the
groups
.
The analysis of change pre- and post-test within the
tv;o groups show no significant change in either group.
The change score revealed a z score of 0.45, yielding a
p value of <.33 on a two— tail test of significance.
The Within Group pre- and post-test analysis of group
T^ yielded a z score of 0.88 and a p value of <.19 and group
yielded a z score of 0.64 and a p value of <.26 both of
which failed to reach acceptable levels of significance.
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The hypothesis stated that parents in the Microtrain-
ing group would become more emphatic than the parents re-
ceiving the reading treatment. The analysis of the change
scores on the Overall Empathy rating showed that the Micro-
training group did not gain significantly more than the
Reading group. Therefore the data obtained did not support
Hypothesis I.
In order to examine the behavioral changes, an analy-
sis of the scores of the parents of the two groups on the
three subscales of the Empathy Scales was performed. It
was predicted that the Microtraining group T^ would have .
a greater increase than the Reading group R^ on the scores
of each subscale: 1) Communication of Acceptance, 2) Allow-
ing Self-Direction and 3) Parental Involvement.
1. Communication of Acceptance . The Communication of Ac-
ceptance subscale is primarily a measure of the parent s
verbal reflection of the child's feelings, behavior and ver-
bal content. Comparison of the scores of the subscale showed
that the Microtraining group with a post-test mean score
of 15.72 did not gain significantly more than the Reading
group with a post-test mean score of 15.45.
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TABLE 4:2
MICROTRAINING AND R. READING GROUP PRE- AND
POST-MEAN FOR COMMUNICATION OF ACCEPTANCE
Groups
Pre-Test
Mean
Post-Test
Mean
Change
Mean
Within Group
Analysis
T^ Micro-
training
Group 15.16 15.72 + 0.56
z=0 . 88
p=<.19
R, Read-
ing Group 15.60 15.45 -0.15
z=0 . 64
p=< . 26
Between
Group
Analysis
z=0.94
p=<.17
z=0. 37
p=< . 36
z=0 . 41
p=<.34
With the two-tail test of significance, the two groups
showed no significant difference in the pre-test scores with
a z score of 0.94 and a p value of <.17. The post-test scores
also showed no significant differences between the groups
with a z score of 0.37 and p value of <.36. The compari-
son of the gains of the two groups revealed a z score of
0.41 and a p value of <.34 on a one-tail test of significance.
The Within Group change showed that T^ Microtraining
group made a gain, z=0.88 with a p score of <.19, over the
R^ Reading group, z=0.64 and a p score <.26. The difference
between the two groups was not significant and Hypothesis
I was not supported.
2. Allowing Self-Direction . The subscale Allowing Self-
Direction includes both verbal and non-verbal behavior
in
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the area of control or power exercised by the parent in
relationship to the child. On the pre-test scores of the
two groups the z score was 0.16, and with a two-tail test
of significance the p value which was less than <.44 showed
no significant difference between the two groups.
The mean change scores of +2 j68 of Group
,
the Reading
group, and a+0j65 for the Microtraining group showed
the R^ did make a greater change than T^. The gains were
not made according to the prediction in Hypothesis I.
TABLE 4 :
3
T, MICROTRAINING AND R, READING GROUP PRE- AND
POST-MEAN FOR ALLOWING SELF-DIRECTION
Groups
Pre-Test
Mean
Post-Test
Mean
Change
Mean
Within Group
Analysis
Micro-
training
Group 18.11 18.76 +0.65
z=0.13
p=< . 45
R^ Read-
ing Group 18.15 20.83 +2.68
z=0.76
p=< . 22
Between
Group
Analysis
z=0. 16
p=< .44
z=0 . 4 5
p=< . 83
z=0.69
p=< . 25
3. Parental Involvement . The subscale of Parental Involve-
ment is primarily a measure of nonverbal behaviors reflect-
ing the attention and participation of the parent. Compar-
ison of the scores of this subscale showed that the T^^^
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Microtraining group did not gain significantly more than
the Reading group.
TABLE 4:4
T MICROTRAINING AND R READING GROUP PRE-
^AND POST-MEAN FOR PARENTAL IN\^OLVEMENT
Groups
Pre-Test
Mean
Post-Test
Mean
Change
Mean
Within Group
Analysis
Micro-
training
Group 20.22 20.00 -0.22
z=0. 31
p=<
. 38
Rj^ Read-
ing Group 19.95 19.30 -0.65
z=1.13
p=<.13
Between ‘
Group
Analysis
z=0.24
p=< .4052
z=0. 98
p=< . 16
z=1.02
p=<.15
With the two-tail test of significance, the two groups
showed no significant differences in the pre-test scores with
a z score of 0.24 and a p value of <.40. The post-test
scores also showed no significant differences between the
two groups with a z score of 0.98 and a p value of <.16.
The comparison of the changes occurring in the two groups
gave a z score of 1.02 and a z score of <.15 on a two-tail
test of significance. Neither group made significant gains
in the area nor was the difference between the two groups
significant
.
The Within Group Analysis change showed that the T^
Microtraining group with a z score of 0.31 and p score of
83
<.38 and Reading group with a z score of 1.13 and a p
score of <.13 was not significant and so Hypothesis I was
not supported.
Summary of the results of Hypothesis I . The measurement
of the behavioral changes using the Empathy Scale applied
to parent behaviors in play sessions with their children
proved that the Microtraining group made a slight gain
over the R^^ Reading group. However the Microtraining group
did not gain significantly more than the Reading in any
area
.
Hypothesis II
Hypothesis II predicted a greater change in Group
the Microtraining group than Group R^ the Reading group
between the pre- and post-training scores on the Parent
Response Questionnaire as assessed by the Parent Response
Taxonomy.
The Parent Response Questionnaire was designed to eli-
cit parents* knowledge of empathic responses to childrens
problems. The responses of the subjects to the situations
presented on the questionnaire (Appendix I) were categor-
ized according to the Parent Response Taxonomy which were
given a rating from one to six. The ratings were added to-
gether to produce the individuals P.R.Q. score. The cate-
gories and ratings are detailed in Chapter III p. 64.
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The results are shown in Table 4:5.
TABLE 4:5
GROUP PRE- AND POST-MEANS FOR PARENT RESPONSE QUESTIONNAIRE
OF T, MICROTRAINING GROUP AND R, READING
GROUP PARENT RESPONSE QUESTIONNAIRE
Groups
Pre-Test
Mean
Post-Test
Mean
Change
Mean
Within Group
Analysis
T^ Micro-
training
Group 29.00 36.11 +7.11
z=2.52
p=<.0059
R^ Read-
ing Group 27.55 30.11 +2.56
z=1.41
p=<.0793
Between
Group
Analysis
z=0.04
p=< .48
z=2. 36
p=< .0096
z=1.28
p=< .1003
The pre- and post-test scores of the two groups were
analyzed using the Mann-Whitney U Test to determine whether
or not the two groups did make significant changes in their
responses to the questionnaire. The Microtraining group
increased 7.11 points and the Reading group increased 2.56
points. The z score of 1.28 with a p value of <.1003 indi-
cates no significance in the pre- and post-change response.
The Within-Group analysis score of T^ the Microtraining
group
resulted in a z score of 2.52 with a p value of
<.0059 which
showed a significant difference which does support
in part
Hypothesis II.
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The Microtraining group did gain significantly in know-
ledge of empathic responses to children's problems as mea-
sured by the Within group analysis of the Parent Response
Questionnaire as assessed by the Parent Response Taxonomy.
Follow-up Interview
The follow-up telephone interview was made of questions
requiring open-ended responses and statements using ratings
on a scale from one to five. Organization and analysis of
the data was performed in the two ways described below and
will be detailed separately.
Open-ended questions . The open-ended questions were designed
to elicit a report from each parent concerning what they
learned in the program and to obtain feedback concerning
the positive and negative aspects of the program.
The responses to the open-ended questions regarding what
the parents had learned were divided into acquired and trans-
ferred learnings. Acquired learning was any reported learn-
ing; transferred learning was a type of acquired learning
which was accompanied with an example of application or ex-
tensive explanation of "the parent-child interaction.
Organization of the data showed that the T^ Microtrain-
ing group reported a total of twenty-one acquired learning
fourteen of which were accompanied by examples reflecting
transference to the parent—child interaction.
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Group the Reading group reported a total of twenty-
one acquired learnings, seven of which were accompanied by
examples, suggesting transference.
Table 4:6 lists the categories of learning and the
frequency of the acquired and transferred learnings reported
in each category by each group.
TABLE 4 :
6
CATEGORIZATION OF REPORTED LEARNING
FOLLOVJ-UP INTERVIEW
Category
Group T Group R,
A T A T-^
Attending Behaviors
1. Eye-contact/observation 1
2. Body posture-closeness level 0
3. Tracking/following lead 0
4. Listening versus giving advice 1
2
Responses to Verbal Content/Behavior
5. Specific versus general 1
6. Descriptive versus evaluative 0
7. Reflection of content/behavior
^
1
Response to Feelings
8. Identification of child's
feelings 0
9. Reflection of feelings 1
10. Interpretation of meaning 0
11. Expression of own feelings 1
2
Problem Solving/Limit Setting
12. Identification-ownership of
problem 1
13. Limit setting/problem solving 1
2
A = acquired learnings
T = transferred learnings Totals 7
0
0
0
3
3
0
0
1
1
2
2
2
1
7
2
1
3
14
1 .
0
0 0
0 0
4 3
5 3
1 0
0 1
0 0
1 1
1 0
1 0
1 0
1 0
4 0
1
3
4
0
3
3
14 7
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The Microtraining group had a greater proportion of
transferred learning than did the Reading group. When com-
paring the number of transferred learnings to acquired learn-
ings a chi square of 4.64 was obtained, which yielded a
p value of <.05 using a two-tail test of significance.
TABLE 4 :
7
PROPORTION OF TRANSFERRED TO ACQUIRED LEARNING
FROM THE FOLLOW-UP INTERVIEW
Group T^ Group R^
Transferred Learning 7 14
Acquired Learning 14 7
= 4.64
p = < . 05
Rated statements . The second part of the follow-up inter-
view v;as a series of thirteen statements related to the par-
ticipant's experience in, and learning from the parent edu-
cation programs. These statements were rated by the sub-
jects/parents on a scale from one to five and an Impact
and Evaluation Score was determined for each person in re-
lation to the ranking given each statement. The scoring
procedure is detailed in Chapter II.
Table 4:9 list the statements and the mean rank of
Table 4: 10 follows with the total mean of eacheach group.
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group. The Mann Whitney U Test was used to examine the
scores of the two groups. The z score was 2.83 with a p
value of <.0023.
The area of learning referred to previously as Reas-
surance or Comfort is considered less tangible when applied
to parenting behavior. The comparative frequency of parents
reporting a sense of reassurance or comfort derived from
the program or the group experience is from T^ Microtrain-
ing group and one from the Reading group. This indicates
that the Microtraining group format was more personally sup-
portive .
The- open-ended questions also gathered feedback from
the parents concerning the program. The feedback data were
organized into five areas detailed in Chapter III. They
are: Structure, Leadership, Group Climate/Interaction,
Program design and Program content.
The frequency of positive and negative responses in
each area are reported below in Table 4:8. Both groups re-
ported similar amounts of positive and negative responses
toward the program.
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TABLE 4 :
8
DISTRIBUTION OF FEEDBACK RESPONSES
POSITIVE, NEGATIVE AND TOTAL
FOLLOW-UP INTERVIEW
Posi tive^Negative Positive^Nega tive
Structure 0 2 2 2
Leadership 4 0 3 0
Group Climate 3 0 0 0
Program design 4 4 3 3
Program content 3 5 4 1
Total 14 11 12 6
TABLE 4:9
IMPACT AND EVALUATION OF RATED STATEMENTS*
GROUP MEANS
FOLLOW-UP INTERVIEW
Now, for the following statements I would like you to rate
yourself on a scale from 1 to 5. One is the lowest, and 5
is the highest. Think of 1 as meaning "Not at all" and 5
as "Very much."
Microtraining Reading
Statements Group Group
1. I enjoyed the parenting pro-
gram. 4.3 3.3
2. The program was irrelevant to
my needs. 4.4 4.0
3. The program met my expectation. 4.1 3.0
4 . I have forgotten what I learned. 3.8 3 . 3
5. I continue to use the skills I
learned
.
00
•(N 2.4
*Condensed version.
J.
The original statements are in Appendix
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TABLE 4 : 9--Continued
Statements
Microtraining Reading
Group Group
6. Before the program, I responded
as much to my children's feel-
ings as I do now. 3.2 2.8
7. Since the program, I communicate
more recognition and acceptance
of behavior. 3.9 2.3
8. Before the program I stayed on
track with my child as much as
I do now. 3.1 2.3
9. Since the program, my child
shares more in decision making. 3.9 1.9
10. Before the program, I was as
attentive to my child's re-
actions/behavior as I am now. 3.0 2.3
11. Since the program, I engage in
more. activity with my child. 3.7 2.5
12. Before the program, I was as
satisfied with my parenting
ability as I am now. 3.1 1.7
13. If a friend were to ask you to
recommend the program by rating
it on a scale from 1 to 5 , what
would your overall rating be? 3.9 2.9
TABLE 4:10
GROUP MEANS
OF
IMPACT AND EVALUATION SCORES
RATED STATEMENTS OF FOLLOW-UP INTERVIEW
Microtraining Group Reading Group z P
48.2 34.5 2.83 <.0023
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A T-test was employed to assess the rated statements
resulting in a T of 2.83 with the degrees of freedom signi-
ficant at T level of .05. Thus data presented in Table 4:10.
Summary of Results
The results show that effecting change in empathic
communication behaviors of parents in play sessions with
their children was not accomplished through either short-
term method of parent education included in this study.
Both forms of parent education were effective in trans-
mitting knowledge of communication of empathy as shown by .
an increase in Parent Response Questionnaire Scores. The
Microtraining group was not more effective than the Read-
ing group in increasing knowledge.
The follow-up interviews revealed that both groups
had primarily positive feelings about the programs but were
effected by different aspects. The Microtraining group
reacted more strongly to issues of group interaction, leader-
ship and program design, while the Reading group reacted
to program content primarily.
The groups reported similar amounts of learning but
opposite proportions of transference to acquired learnings
in parent-child interaction. The areas of learning were
different. The Microtraining group reported more frequently
in the area of Response to Feelings. The Reading group
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responded to the areas of Attending Behaviors and Problem
Solving and Limit Setting.
The implications of these results, the limitations of
the investigation, and suggestions follow in Chapter V.
CHAPTER V
DISCUSSION AND IMPLICATIONS
Introduction
The purpose of this study was to compare the effective-
ness of two different methods of parent training of Black
families. It measured the effects of a short-term train-
ing program. Microtraining, on the enhancement of empathic
communication by ten Black parents with their children.
This was compared with ten Black parents in a reading group.
Behavior and knowledge changes were measured and feedback
about the programs were elicited from the participants.
A discussion of the results with the implications, limita-
tions and recommendations is included in this chapter.
Hypothesis I
Behavioral change . The enhancement of empathic communica-
tion skills was defined as increase in the ability of the
parents to verbally and nonverbally communicate sensitivity
to the feelings, thoughts, and actions of the child.
The
definition was operationalized using the Empathy Scal^
(Stover, et al., 1971) in the following way: Verbal com-
munication of empathy was demonstrated by reflection
of the
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feelings and behaviors of the child. Nonverbal communica-
tion of empathy in the play situation was operationalized
by 1) following the child's lead and 2) showing a high level
of involvement or attending, reflected in eye contact or
observation of the child, and participation in the child's
activities when appropriate. These behaviors are supported
in research and literature as necessary and viable aspects
of effective parenting skills, contributing to psychosocial
competence and general well-being in children. The Empathy
Scale was scored by independent raters.
The behavioral changes in this investigation were mea-
sured in two ways: by videotaping and assessing pre- and
post-training play sessions between each parent and one
child, and by asking the parents, in a follow-up interview,
how their behavior had changed.
Results . It was hypothesized by the investigator that
the participants in Group T^ the Microtraining group would
show significantly greater changes in Empathy behaviors
than those in R^, the Reading group. The Microtraining
showed different gains in scores, but not at a significant
level and the alternative hypothesis was rejected.
Contributing factors . The greater gains which were
predicted for the T^^ Microtraining group may have failed
to occur for several reasons. In an attempt to make the
program applicable to a variety of parenting needs, it may
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have addressed too many issues and behaviors for eight hours
of training. Therefore only minimum coverage of each of the
Attending Skills, Reflection of Behavior and
Verbal Content, Reflection of Feelings, and Problem Solving,
could be made. The participants indicated this in their
feedback responses related to program design. They felt
a need for more time, more thorough learning of the skills,
more practice, more detail, and more depth.
The method of measurement could also have contributed
to the failure to show behavior change. The Microtraining
(T^) was geared to normal parent-child interaction taking
place primarily in the home. The demonstration video models
used in the training program (T^^) were filmed in a controlled
setting. However, the examples presented by the parents
during training were centered on home-based situations.
Thus transferability from controlled to home-based skills
may not have been enhanced. In addition the physical set-
ting for the T^ and R^ pre- and post-measurement may not have
adequately reflected the natural setting of the use of the
skills to be acquired. The method of measurement may not
have elicited what the participants did learn. The subjects
indicated in the follow-up responses they did not clearly
understand the video demonstration models used and there-
fore had difficulty transferring into the practice.
Carkhuff and Bierman (1970) concur by suggesting that the
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experimental nature of the play situation neutralized the
parent behaviors.
Failure to learn the skills may have been caused by
weakness in the training method. Carkhuff and Bierman
(1970 )
,
in their empathy training with parents attributed
the lack of behavior change in the play situation to the
fact that training was carried out by practicing skills
with other parents, and children were not included in the
learning process. The programs which demonstrated parent
training success (Stover, Guerney, 1967; Linden and
Stollack, 1969) did use direct interaction with children
during the training which was geared to the play session
behaviors. Therefore, the success in learning the empathy
skills would have been enhanced had the T^ Microtraining
group received instruction and practice with their own chil
dren during the four sessions.
Hypothesis II
Knowledge change .
Results. It was hypothesized by the investigator that
the participants in Group the Microtraining group
would
show greater change in the pre- and post-training
scores
on the Parent Response Questionnaire (P.R.Q.) as
assessed
by the parent Response Taxonomy. The
Microtraining group
demonstrated a larger gain on their scores of the
P.R.Q.
,
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showing a mean gain of 7.11 points. The Reading group show-
ing a mean gain of 2.56 points. The Within-Group analysis
score of T^, the Microtraining group resulted in a z score
of 2.52 points with a p value of <.0059 showing a signifi-
cant difference which does support Hypothesis II.
The growth in scores and the direction of change favor-
ing the Tj^ group of empathic communication indicated that
while the pre- and post-difference were not significant
between the two groups, the T^ group increased significantly
in knowledge from pre- and post-measures. The group
change in knowledge was not significant.
Contributing factors . The factors common to both pro-
grams which may have contributed to the progress and growth
in the area of knowledge change in both groups were 1) the
manuals given to the Microtraining group and the Reading
group which included examples of the empathic responses
2) the level of education of the groups and prior training
i.n related areas 3) the small size of the Microtraining
group allowing for response to individual questions and
4) the basic simplicity of the process for both groups.
The ways the two groups were different was that 1) the
Microtraining group had the opportunity to practice the
skills of identifying the child's feelings in a variety of
situations and to form empathic responses to feelings in
role-play situations, 2) the Reading group was only given
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four short articles to read from popular Womens magazines
as well as the manual. The Reading group did not have the
opportunity to discuss the materials in relation to their
own problems and concerns in a group setting as did the Mi-
crotraining group.
Follow-up Interview
Results . The follow-up interview revealed that both
groups had positive feelings but were affected by differ-
ent aspects of the program and training. The Microtrain-
ing group reacted more to issues of group interaction, lead-
ership and program design. The Reading group reacted pri-
marily to program content.
The two groups reported similar amounts of learning
but opposite proportions of transference of acquired learn-
ing to parent-child interaction.
The negative responses v;ere fairly evenly distributed
in both groups over the five areas of concerns: structure,
leadership, group climate, program design and program con-
tent. The T^ Microtraining group reported more negative
responses (11) compared to the negative responses (6) of
the R^ Reading group. The T^ Microtraining group positive
responses (14) were focused mainly on leadership, program
design and group climate. The R^^ Reading group positive
responses (12) were primarily on program content.
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Eight out of the ten members of the Microtraining
group members commented that the program had been support-
ive and gave them a sense of reassurance and comfort. Where-
as only one of the ten members of the Reading group made
mention of this during the interview. This implies that
the Microtraining group was a more personal approach and
had a greater effect on the parents feelings about themselves.
The Microtraining group reported more frequently learn-
ings in the areas of Response to Feelings, Attending Behav-
iors and Problem Solving and Limit Setting. The Reading
group reported more frequent learnings in Attending Behav-
iors and Problem Solving and Limit Setting.
The Impact and Evaluation scores of the two groups cal-
culated from the ratings given the thirteen statements at
the end of the interview were significantly higher for the
Microtraining group than for the Reading group. The rat-
ings which fell between two and four suggest that the group
did not particularly see the statements as true or false
for them. The statements receiving mean rating of two or
below or four and above suggest stronger reactions.
Exam-
ination of these stronger scores suggests that the
program
Microtraining (T^) was enjoyed, it was more relevant to
the needs of the participants and to a larger
degree met
their expectations. The ratings also imply
that the Micro-
training members had not forgotten what they
learned and
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they continued to use the skills more than the Reading group
members. Both groups reported relevances in the program
(see Table 4:9).
Contributing factors . The interview was designed to
elicit spontaneous responses to open-ended questions and
to give numerical ratings to closed statements. Opportun-
ity for both positive and negative feedback was offered.
The interview was conducted over the phone for convenience
and was of a relatively short length for the same reason.
The period was approximately two months between the
end of the program and the interview allowing the partici-
pants time to use the skills and to judge the impact of the
program. The elapse of time increased the value of the
responses, and showed that the retention of the information
covered in the program was some indication of the impact
on the participants. The emphasis on actual examples of
the use of the skills, and the additional weight given these
examples was another safeguard against inaccurate self-
perceptions on the part of the participants.
Hiring an interviewer who was unknown to the partici
pants and who did not know the hypotheses of the study pro-
vided the opportunity for the participants to give critical
responses which might not have been, shared with the investi-
gator and contributed to a neutral approach on the part of
the interviewer.
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The factor which contributed to the validity of the
interview results were; 1) the design of the interview and
the scoring procedure, 2) the two-month interim between the
end of the program and the interview, and 3) the anonymity
of the interview.
Limitations of the Study
In the assessment of empathy behavior change shown
in the measurement of the Empathy Scale , the results
gained by both groups were comparable. Despite the measure
and transferability problems the Microtraining group
showed consistent but slight gains over the Reading group
in the areas of Overall Empathy, Communication and of Ac-
ceptance. The R^ Reading groups area of gain was in Allow-
ing Self-Direction. The implication that the Microtrain-
ing paradigm shows greater promise than the Reading group
in enhancing empathic communication skills, cannot be made
at this time.
The recognition and acceptance of the child’s feelings
is given the highest rating on the subscale of
Communication
of Acceptance, implying that this skill in
empathic commun-
ication is the most important or critical to the
process.
Yet Stover and Guerney (1967) state, that
"clarification
of feeling is a more empathic, subtle
and presumably thera-
peutically meaningful type of response and
one that is
lOlA
Comparison with Klock Study
The study reported here was similar to Klock 's
study on measuring the effects of a training program to
enhance empathic communication between parents and their
children. Her results showed little difference between
the discussion and training groups in empathic communica-
tion behaviors of parents. In Klock 's study both groups
showed increases in transmitting knowledge of communica-
tion of empathy as measured by the large increases in the
Parent Response Questionnaire scores. Her follow-up in-
terviews revealed that both groups had primarily positive
feelings about the programs but were affected by differ-
ent aspects. The discussion group reacted most strongly
to the issues of group interaction and program content,
while the Microtraining group focused its feedback pri-
marily on group design. The groups reported similar
amounts of learnings and similar proportions of transfer
to parent-child interaction. The areas of learnings dif-
fered somewhat. The discussion group reported most fre-
quently in the area of Response to Verbal Content and
Behavior. The Microtraining group reported most fre-
quently in Attending Behaviors and not at all in the area
of Problem Solving and Limit Setting.
lOlB
Overall, the findings of the study reported here
replicated in many ways Klock's results. In part be-
cause Klock used a discussion group to compare with and
not a reading group, caution must be exercised in making
direct comparisons of the results of these two studies.
The similarities and differences may be summarized as
follows
:
1. Difference: Klock measured a significant in-
crease in pre and post measure of Communication
of Acceptance in the Microtraining group.
The study described here revealed a pre and
post increase but it was not a significant
change
.
2. Similarity: The direction of change in both
studies on Communication of Acceptance, Allow-
ing Self-Direction and Parental Involvement
were quite similar.
3. Similarity: The differences in pre and post
scores on The Empathy Scale and The Parent
Response Questionnaire between the training
groups and the discussion or the Reading group
in both studies were not statistically signi-
ficant.
4. Similarity: Both studies showed little differ
ence between the two groups in Transfer of
lOlC
Learning from the Microtraining, discussion
or reading sections. There were positive in-
creases in transfer of learning but it didn't
seem to make any difference whether a parent
was in a Microtraining, discussion, or read-
ing group.
Finally both studies agree that short-term train-
ing to enhance empathic communication of parents of young
children may be unrealistic unless the training is geared
to specific skills and practiced with children as part
of the training. However, the changes on the written
measurements imply that affecting knowledge change is
possible with a comparable population using either form
of training.
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difficult to master but because the situation itself may
not have warranted its use frequently. It is also possi-
ble that the video play session itself did not elicit the
depth of feelings children would exhibit in day to day fam-
ily interaction--the types of feelings covered in the train-
ing sessions.
The lack of synchronization between the training films
and home practice in the Empathy Scale of the empathic com-
munication process and the applicability in the video play
sessions must be considered as a limitation.
The implications of the findings from the Parent Re-
sponse Questionnaire in assessing the knowledge change can
only be generalized to other similar populations and the
small size of the sample must be considered as a limitation
on the generalizability of the results. The only other com-
parable study conducted by Klock (1977) had similar results.
No other test of reliability of the Parent Response Taxonomy
has been completed.
In the Follow-up Interview although safeguards were
set-up to insure objectivity, the major limitation was the
difficulty in proving the accuracy of self reports. The
inexperience of the interviewer must be considered a limita-
tion. Training and practice were given to the interviewer
by the researcher. Her reports were thorough and
no omis-
sions were indicated. The interviewer's ease with
the
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measurement instrument probably increased with time and
may have affected the responses. She did sense some re-
luctance from the participants to respond. This may have
influenced how she recorded the responses. The feedback
from the interviewer that the follow-up statements were
difficult to administer and were often confusing to the
participants suggest that the responses may have been af-
fected by the statements themselves rather than a reflec-
tion of the Tj^ or experience.
The two groups Tj^ the Microtraining group and the
Reading group were not completely equal in terms of age and
educational level (see Table 2:1). R^^ the Reading group
was older and slightly better educated.
Assignment to T^ was done on a volunteer basis because
of time schedules of some parents did not permit them to
attend the T^ sessions. Even though random assignment was
sought it was not strictly a chance process.
The video play sessions did not give a variety of be-
haviors to assess. The researcher was present in the room
for this was the only way the filming could be done. The
camera was conspicuous at times distracting the children
during the video process.
Even though subjects in R^^ were encouraged to read the
four articles there was no way to make sure that the read-
ings given to R^ the Reading group were read. The manual
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and four magazine articles on parent training were mailed
to them with written instruction to read and study the mater-
ial .
Implications for Parent Training With Black Training
The feedback from the participants indicated that the
model used was felt to be "too European" to be compatible
with generally assumed parenting styles of Black families.
In both the Microtraining group and the Reading group
the responses from the Follow-up Interview in the area of
Problem Solving and Limit Setting were rated high, for each.
During the training sessions the discussions, responses and
questions concerning empathy from the parents appeared to
indicate that the concept of empathy was difficult to ac-
cept and incorporate into their behavior as parents. In
Diana Baurind's (1972) study she reported that parental au-
thority and discipline were important concepts in the behav-
ior of Black families. Empathy may appear antithetical
to
this concept for Black parents. It is suggested that
other
training models be developed with this in mind.
Conclusion
Based on the results of this study it would
appear
that Black parents might demonstrate as much
empathy with
their children after reading materials on
empathy as after
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experiencing four two-hour training sessions on empathy.
However, this conclusion needs further clarification as
pre- and post differences were minimal within and between
groups
.
The results of this study further imply that short-term
training to enhance empathic communication for Black par-
ents, effecting empathy behavioral change may be unrealis-
tic unless the training is geared to very specific and
limited skills and practiced with children as part of the
training design.
The parent training used in the study described here
did contribute to a greater gain in knowledge of empathic
communication than did the distribution of four short read-
ings and a manual on empathy.
Until more research is conducted with Black parents
it is premature to draw definite conclusions as to skills
needed and the effective ways of training communication of
empathy
.
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P . E . P Program for Black Parents
A Parent Enrichment Program (P.E.P.) to enhance parent-
child communication will be offered during the month of
November under the auspices of the University of Massachu-
setts. The program will be free to BLACK PARENTS who are
willing to cooperate in a simple research project that
will be part of the learning experience.
The goal of the program is to help the parent (s) communi-
cate more effectively with young children and to enrich
the parent-child relationship. BLACK PARENTS who have
children between the ages of five and ten-years-old are
eligible to register for Monday, Tuesday or Wednesday
evening sessions from 7:30 - 9:30. The group of approx-
imately 15 parents will meet six times between November
and December.*
In addition to the group session, the program involves
response to two questionnaires.
Carol Creswell-Betsch, the group facilitator, is an exper-
ienced parent educator who brings a background in teach-
ing, child development and counseling as well as experi-
ence as a parent.
For further information and registration please call 253-
5505. Please register by Friday, October 28th.
This is not a public school sponsored program.
*Open to one-parent and two-parent families.
I
I
I
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PARENTING ENRICHriENT PROGRAM #
Registration Form T1
R1
NAME;
ADDRESS
:
PHONE
;
NAME, SEX, AND AGE OF CHILD PARTICIPATING IN PLAY SESSIONS:
I understand the following:
That by participating in this program I am participating in
dissertation research conducted by Carol Creswell-Betsch.
That I am expected to attend all of the scheduled training
sessions and play sessions.
That upon completion of the training programs and the play
sessions, Ms. Creswell-Betsch will divulge any information
about the research which I request.
That Ms. Creswell-Betsch has permission to videotape the
play sessions between myself and my child and to use for
her research information from the tapes and from written
material which I will submit.
That all information gathered in this research will be
rated anonymously and will be kept confidential.
Signature _Date:
In addition, Ms. Creswell-Betsch has my permission to use
the. videotapes for further research and for educational or
promotional purposes.
Signature Date
:
PARENTING ENRICHMENT PROGRAM
Information Form
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«
T1
R1
1. Sex:^
,
Age:
,
Marital Status:
2. Last year of school completed:
3. Occupation/Expertise:
4. Presently employed? Full-time
,
Part-time
,
No
5. Ages and sex of your child(ren):
6. ’Annual family income: 0-5,000
,
5,000-10,000
,
10,000-15,000
,
15,000-20,000
,
20,000+
7 . Have you had any previous training in communication
skills, child development, or parenting skills?
Yes
,
No . If yes, describe briefly.
8. VThat languages are spoken regularly in your home?
9. Are you presently living with your children more than
60% of the time?
10. If not, with whom does the child live? (Give relation-
ship, not name.)
11. Approximately how much time do you spend with your
child (ren) per week? ^hrs.
12. What is your schedule or regular pattern of time spent
with your child (ren)?
13. Does the child who will be involved in the play sessions
have any special needs which affect his/her behavior?
(Learning disability, behavior problems, physical handi-
cap?) Yes , No_ . If yes, describe briefly.
Is there any specific problem between you and your child
which prompted your interest in this program? Yes^ »
No . If yes, describe briefly.
14 .
APPENDIX B
Microtraining Manual
Parent Enrichment Program
Microtraining for Parental Empathy
Facilitator and Trainer
Carol Creswell-Betsch
120
what's it all about?
PARENTAL EMPATHy--is sensitivity to the feelings, thoughts,
and behavior of the child and the ability to verbally and
non-verbally express that sensitivity.
MICROTRAINING— is a series of workshops in which the com-
munication of empathy is broken down into small units of
behavior which are learned and practiced one at a time.
Lecturettes, demonstrations, discussion, exercises and role-
play practice are included in the workshops.
This type of training was originally developed by Allen E.
Ivey, Professor of Education at the University of Massachu-
setts and author of Microcounseling: Innovations in Inter-
viewing Training (C. C. Thomas, 1971).
Parental Empathy Microtraining was developed by Elizabeth
Miller Klock, 1976-77.
WHY IS THIS IMPORTANT?
PARENTAL EMPATHY: It is believed by leaders in the fields
of psychology and education that empathy is a critical qual-
ity in helping relationships. The effective communication
of empathy is said to increase learning, self-awareness,
self-respect, and self-confidence. It is also said to con-
tribute to the feelings of friendliness or companionship
between the two people.
MICROTRAINING: This approach has been shown to be an ef-
fective way to teach basic communication skills to a
variety of helpers including teachers, counselors, psychi
atric aides, heads of college residence halls, and parents.
The level of effective empathic communication can be increased
through this type of training.
IS PARENTAL EMPATHY THE ANSWER TO MY PROBLEMS?
No, no, no I Communication of empathy is one ingredient in
a whole recipe of effective parenting. But, without it,
the final result will not be very tasty, full or rich.
The ability of the parent to put him/herself into the shoes
of the child and to communicate an understanding or
tnat
perspective to the child is essential in a vital parent-
child relationship.
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ingrGcJients arG important in GffGctivG parGnting.
Training childran to loam CGrtain tasks should not bG
nGglGctGd, nor should thG critical task of establishing
fair limits within which the child can operate
. Both of
these elements, however, are enhanced by a sensitivity to
the child's experience and the ability to express that to
the child.
WHAT DO I DO TO COMIWNICATE EMPATHICALLY?
A parent who a) attends fully to the child's behavior, b)
comments frequently on the child's expression of feelings
or behavior in a genuinely accepting manner, and c) shows
clearly that the child is permitted to engage in his/her
present activity is communicating at a high level of empathy.
A parent who either a) shuts him/herself off from the child
who must repeat or prompt to get a response, or b) verbally
rejects the feelings or behavior of the child, and c) cajoles,
demands and redirects the child's activity is operating at
a low level of empathy.^
^Stover, Guerney, and O'Connell. "Measurements of Acceptance,
Allowing Self-Direction, Involvement and Empathy in Adult-
Child Interaction," The Journal of Psychology, 1971, 261-
269.
I FEEL GUILTY ALREADY 1 1 1 I
Join the crowd I Everyone at times shuts themselves off from
their children, rejects their feelings or behaviors, cajoles,
demiands and redirects. At times some of these behaviors
may be necessary and appropriate. The goal of this train-
ing is to add to your repertoir of effective parenting
skills, not to make you feel bad about what you have or
have not done in the past.
This program is designed to present skills which, hopefully,
will enhance your comfort and effectiveness as a parent.
If at any time you feel these skills do not fit your needs,
do not hesitate to adapt them or put them aside. It is
most important that you HONOR YOURSELFIIII
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WORKSHOP OUTLINE
The four Microtraining sessions are based on Ivey's Do-Use-
Teach model. ^ We will DO the skills in the workshops, then
USE and TEACH the skills at home.
The workshops will include the following elements:
1 . Review
2. Lecturette on single skills
3. Demonstration of single skill
4. Discussion/questions
5. Exercises and Role-play
6. Processing and Feedback
Home Practice and Teaching will be suggested for each skill.
^Ivey, Allen and Gluckstern, Norma. Basic Attending Skills ,
copyright, Amherst, Mass. 1974.
WORKSHOP I:
WORKSHOP .II:
WORKSHOP III:
WORKSHOP IV:
BASIC ATTENDING/INVOLVEMENT SKILLS
REFLECTION OF BEHAVIOR AND VERBAL CONTENT
REFLECTION OF FEELINGS
EMPATHIC PROBLEM SOLVING
WORKSHOP I: BASIC ATTENDING/INVOLVEMENT
Attending fully to your child is probably ^°stic
busv life. Preoccupation with other tasks
characteri
o^L; mo;t parents%pend their time
to L written cLs have to be driven, and phones have to
be answered.
crucial to prooiem soxvxiy, Hptermine how much
rttrn^rn/rs°r!.rt^:nrc:::i^or;abre%rr^fn!-—
^
honor yourself.
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GUIDELINES FOR ATTENDING/INVOLVEMENT SKILLS
You can communicate your attending/involvement in the
following ways :
1. By going to the child rather than trying to talk from
the other side of the room or from a different room.
2 . By positioning yourself on the same level as the child.
If the child is on the floor and you want to communicate
most effectively, join the child at his/her level.
3 . By assuming a comfortable posture that communicates
openness to the child.
4 . By looking at the child while you are engaged with him/
her . This does not mean staring
—
just comfortable looking
at the child rather than out the window or down at your
lap. Visual contact is one of the most powerful communica-
tors of attention.
5. By using a natural, relaxed voice . Voice quality also
communicates your attitude. If your voice is conversational
in quality and not gushy or shrill, you may communicate
more genuine involvement.
6. By staying on the topic or following where the child
is leading. You don't need to introduce a new topic; sim-
ply stay with what the child is experiencing. Sometimes
^
our excitement to share our views or opinion with the child
takes us too quickly away from what the child is doing or
thinking.
ROLE-PLAY AND EXERCISES: ATTENDING SKILLS
1 . How Does it Feel To Be Little and Far A.way ?
This exercise demonstrates the effects of size and distance
on communication and on our feelings.
2 . Modes of Responding :
This exercise covers four common ways of responding to and
communicating with others, and demonstrates the effects of
attending and involvement.
Directions for the exercises will be given and discussed
in class.
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HOME PRACTICE
Wh0n it is comfortablG for you and fGGls right, practic©
the attending skills with your child (ren) . I suggest that
you practice in short sessions as frequently as you want.
REMEMBER, attending is not to be forced. Be honest with
yourself and your child about when you can and cannot pay
attention to him/her.
When you do use the attending skills, focus on your position
in relation to the child, on your visual contact, your body
posture, voice and your ability to stay on the topic or with
the child's direction.
Be aware of attending to the child vs. attending to the
activity. Look at the child's face, body and movements.
When you focus on the child as well as on the child's per-
formance you will perceive the child's experience more ac-
curately.
Again, frequent, short sessions are usually most helpful.
Eventually the behaviors may become routine.
Use the back of the page to record your experiences. How
did you feel using the skills? How did your child respond?
Which skills are difficult or uncomfortable for you? What
other reactions did you have?
TEACHING:
You don't really know it until you can teach it I.'! Pick
a friend, your spouse, your parents, or even one of your
children and teach them the attending skills. You can be
as elaborate as w^e have been in class or simply tell
them about what you have learned. This process of teach-
ing the skills is a critical factor in the total learning
experience! Again, use the back of the page for notes of
your reactions to the teaching.
WORKSHOP II: REFLECTION OF BEHAVIOR AND VERBAL CONTENT
One of the most basic tasks of parenting is to hear and
see the child clearly. Accurate hearing and sensing is
the goal for all the skills in this program. Reflection
of behavior and content is a special type of attending to
the child which demands that you demonstrate your ability
to "give back" to the child what he or she has said or
done. Reflection of behavior and content often implies
a giving of self to the child and is vital to the parent-
child relationship.
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Reflection of behavior and verbal content aids the parent-
child relationships in three ways: It provides vital con-
tact between the two, it helps clarify what the child is
communicating, and it aids in problem solving.
GUIDELINES FOR REFLECTION OF BEHAVIOR AND VERBAL CONTENT
When reflecting behavior or verbal content, the objective
is to feedback to the child your understanding or perception
of what the child is doing, has done or has said. Often,
when this is accurate, the child will respond with an af-
firmative signal— a nod of the head, a smile, "Yes" or
"RightI" Sometimes accurate reflection stimulates the child
to elaborate on what has been done or said. It opens the
door for further disclosure. This is especially helpful
in problem solving, and can enhance feelings of closeness
between parent and child.
1.
Be specific . Saying, "You painted a picture 1" is less
effective than saying, "You painted a picture with blue
stripes and yellow dots.’" The more specific you are, the
more the child will feel that you have really seen and heard
him/her.
When my son shows me the model tanks he has built I try to
respond to the details—the colors, the parts he has in-
cluded, the emblems he has used—rather than just saying
"That's nice."
2.
Avoid evaluative statem.ents . When your child has helped
you rake the leaves, describing what has happened and shar-
ing your feelings about it can be more effective (and is
more empathic) than just labeling it a "good job.
Example: "You know, you worked out there with me for a
whole hour I I think you raked all of that corner by your
self! I really like it when you help me. I enjoy working
with you."
When the child has been playing in the living room and did
not finish cleaning up . . . Parent: "I see that you put
away your books and the crayons and I appreciate that.
There are still pieces of paper on the floor and scissors^^
and glue on the couch. I want you to clean those up too.
Not: "You did a lousy job of cleaning up. Get in there
and finish."
3
.
Again, stay on the track ,
over into this area too. If
This important skill carries
the child is building something
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with Logos it is not onpathic to suggost six other possi-
ble designs. What the child is doing is important to him/
her. Stay with, and respond to that. When you feel that
the child has been seen and heard on his or her own terms,
THEN you might share your own thoughts or ideas. At this
point the child MAY be ready to hear them without a feel-
ing of self-depreciation.
ROLE-PLAY AND EXERCISES: REFLECTION OF BEHAVIOR
1 . It's An Awfully Nice Whatzit I
This exercise is designed to demonstrate the differences
between evaluative and descriptive responses to behaviors
and to focus on the feelings you have in giving and
receiving their responses.
2 . When Push Comes to Shove
This exercise is designed to demonstrate the different feel-
ings generated by covert direction vs. following the child's
lead.
HOME PRACTICE:'
Setting aside time to consciously practice these skills
with your children will be the most effective tool you have
to incorporate them into your life. I suggest that
you consciously use them at least three times during the
week and record your experience on the back of this page.
Again, these sessions need not be long. The most effective
interchanges between parents and children last less than
a minute. You must judge what is best for you and your
child. Frequent, brief use of the skills will probably be
realistic for most parents. The important element is to
consciously use the skills. Focus on the specificity of
^
your feedback, avoid evaluation, and stay with the child s
experience
.
TEACHING:
Again, find someone to whom you can teach this skill. This
need not be elaborate but it will aid in your learning pro-
cess. If you like, make notes of this experience on the
back of this sheet.
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WORKSHOP III: REFLECTION OF FEELINGS
All conununication and behavior exists on two levels—a con-
tent level and a feeling level. For example:
The child comes down to breakfast having, for the first time,
fixed her hair by herself. Her hair is a mess but she is
all smiles.
The content is having fixed her hair in her own way. The
feeling is pride.
The seven year old boy returns from school, slams the door
and says, "I hate that stinking school I"
The content is slamming the door, and saying I hate the
stinking school. The feeling is anger, hurt, disappoint-
ment, etc.
When we are heard on BOTH levels we feel as if the other
person is really with us. In our society people generally
respond to the content and leave the feelings hanging.
IF YOU WANT YOUR CHILD TO KNOW YOU HAVE REALLY HEARD HIM/
HER, YOU WILL RESPOND TO THE FEELINGS AS WELL AS THE CON-
TENT.
HUMAN RIGHTS:
Responding to children's feeling requires a genuine accep-
tance that children have a right to all of their feelings .
Whatever feeling they have is legitimate and is not to be
denied or changed by the parent. Changing a child's feel-
ing, or trying to take it away is the prime way most par-
ents deny their children a sense of self-worth and self-
esteem.
FURTHER THOUGHTS:
1. Telling a person not to feel what he/she feels does
not take the feeling away.
2. Disregarding your child's true feelings makes him/her
disregard you.
3. The ear that accepts, is better first, than the tongue
that suggests.
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4. When you approach a problem without attending to feel-
ings first
, then . . .
a. The reasoning technique does not work
b. The cheering technique does not work
c. The forbidding technique does not work
They all tell the troubled feelings to disappear and
this does no good.
5. But, after the feelings have been attended to
,
then it
is different. Then ...
a. The reasoning technique often does work
b. The cheering often does work
c. The forbidding technique works where it couldn't
before
6. Feeling always need to come out: actions often need
holding back.
7. Feelings are Facts, but not necessarily Acts.
8. Try to get the feel of what he/she's feeling, and try.
to mirror the feelings with your words.
9. Both hostility and love are bound to exist in every
close relationship.
10.
When enough 'bad' feelings have come out in ways that
lessen fear and safeguard the child's feelings of his
own worth, then good feelings flow in.
The best preparation for the future is full experience of
the present—allowing and encouraging the child to be all
that he/she is RIGHT NOW! This includes allowing feelings!
A caterpillar doesn't walk around saying: "Man, I'll soon
be a butterfly ..." He is busy being a caterpillar.
He can't be a butterfly.
It is only when caterpillarness is done that one starts to
be a butterfly . . . you cannot rip away caterpillarness.
BABA RAM DASS
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RESISTANCE! ! ! !
!
Some parents resist the idea and practice of reflection of
feelings because they believe that focusing on feelings
will cause those feelings to stay around forever.
I believe the exact opposite is true. By NOT acknowledging
the feelings they are never finished—never let go. They
may get hidden but they usually stay around. When we
acknowledge the child's feeling it allows the child to work
through the feeling and let go of it. Our acceptance of
the feeling is very critical to this process.
Sometimes it is hard to allow the child to have feelings
of sadness, hurt, disappointment or anger. These feelings
may be very painful to the parent and there is an urge to
cover them up or ignore them. I cannot stress too often
that every person in this world has a right to his or her
feelings, whatever they might be.
POINTERS:
Reflection of Feelings is especially important when there
is some kind of problem or highly charged feeling existing.
Reflection of Feelings should not be used when the parent
cannot honestly accept the feeling the child is having.
Reflection of Feelings is not needed all the time. If the
child asks where his socks are you don't have to delve in-
to the feeling that prompted the question.
Reflection of Feelings can never be done too late. This is
a prime example of better late than never. If you and your
child have had a fray, it is never too late to go back to
the child and express your understanding of his/her feel-
ings. But, it is best if this can be done at the time of
the incident or problem.
Reflection of Feelings is not blaming, criticizing, judging,
cross-examining, or giving opinions or advice.
Reflection of Feelings enhances self-confidence, indepen-
dence, responsibility for solving own problems, and better
relationships
.
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EXAMPLES OF REFLECTION OF FEELINGS:
1. The child diligently builds a block house and it falls
down before she is finished. She throws down a block
and starts crying.
Parent: I guess you feel really mad and sad when you
work so hard and your house falls down
.
Not: It will be OK. Don't cry. Be a big girl. That's
nothing to cry over.
2. The child in the grocery store insists on requesting
item after item even though he has been told they can-
not be bought.
Parent: I know it is hard on you to come in here and
see all of these things and not buy them. I know you
want them and it is frustrating when you can't have
them.
Not: I told you a thousand times ... Or, Didn't you
hear- me? Don't you ever listen?
3.
Mother has called child in for dinner and interrupted
a great game of tag. Child comes in and says, "I
never want to have dinner with you. You aren't fair
and I hate youl!"
Parent; You wanted to play that game of tag and it
really made you mad when I called you in . I guess you
sure don't like me right now.
Not: You don't know how to hate. Stop complaining and
get in here.
ROLE-PLAY AND EXERCISES: REFLECTION OF FEELINGS
1 . THE GOOD OLD TIMES
This exercise allows you to reach back into your childhood
and examine some of the feelings you had and how adults re
sponded to them.
2. RESPONDING TO FEELINGS
We will determine the possible feelings involved in
certain
behaviors or comments likely to be made by children an
will practice effective responses to these feelings.
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HOME PRACTICE;
A. Observe a situation between yourself and your child.
Describe the situation.
1. Identify any feelings your child may be experiencing.
List feelings
a
.
b.
c. ...
2. Identify any feelings you are experiencing. List
feelings
a
.
b.
c
B. Consciously apply the Reflection of Feelings skills as
often as you can. Make note of your experience.
you have a tendency to solve the problem quickly rather
than staying with the feelings? Do you squirm because
it is painful to stay with the child's possible discom-
fort? Is it hard to identify the feelings?
Making errors at this stage often happens. Identifying
the feelings incorrectly, avoiding the feelings,
stumb-
ling and bumbling are part of the learning process.
DON'T WORRY. It is OK to make mistakes. I encourage
you to keep trying.
TEACHING
I strongly encourage that you share this
you care about. It will help you
®
"^,^"bit
life and it will spread the "human touch
a little
farther
.
WORKSHOP IV: EMPATHIC PROBLEM SOLVING
so far we have covered attending skills, «« .o^'
havior. and reflection of feelings
put it all together and apply it to
our everya y p
The factors that go into creating ^rhavfhlf
"
^her'^trerfts^rcry-we^can^'do^fnrthing but scratch
the
suffac" Sr^h^other Lnd. if you have
got an itch,
Icriwhing, even a little bit, can help.
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Some people in these workshops may feel discouraged because
we have not had sufficient time to delve into their issues
with any depth. That is true and it is with purpose. Dis-
cussing problems at length without a new framework with
which to view them, often just leads us around in circles.
What I have attempted to do is to offer you new ways of
looking and behaving. In this workshop we will attempt to
continue that process with a new way of looking at problem
solving
.
I have constructed a recipe of empathic problem solving
with four basic ingredients: Contact, Empathic Communica-
tion, Sharing of Self, and Developing Solutions.
1. Contact is whatever happens to stimulate interaction.
The parent and child have to connect in order to communi-
cate. Sometimes a problem is involved in this connection,
and sometimes not. The parent or the child can initiate
the contact.
2. Empathic Communication
,
made up of the skills we have,
learned, is the primary recommended response after connec-
tion or contact is made—especially if a problem or strong
feeling occurs.
3. Sharing Self is the place for the parent to state feel-
ings, ideas, wants. This is critical to the process of
empathic problem solving.
4 . Developing Solutions that are acceptable to both par-
ent and child is possible after contact has been made, af-
ter the child has been fully heard and accepted and after
the parent has made honest statements about his/her feel-
ings and wants. The key to the success of this step is
that the solution arrived at is MUTUALLY ACCEPTABLE.
This last workshop will focus on identifying feelings, shar
ing self, and constructing possible solutions to problems
identified by participants. The design for the workshop
is open-ended purposely in order that it might fit the needs
of the participants as closely as possible.
GUIDELINES TO PROBLEM SOLVING
1. DEFINE THE PROBLEM: Who has if, you or 7°^^ child?
If
it is yours, own it and express it with an "I" state-
ment of feeling.
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2. USE YOUR EMPATHIC COMMUNICATION SKILLS: After the prob-
lem is defined, listen to the feelings and share your
feelings thoroughly.
3. MUTUALLY SEEK SOLUTIONS: Give the child opportunity to
make suggestions. You'll probably be pleasantly sur-
prised by the child's creativity and willingness to
take responsibility if the seeking solutions believed
to be truly mutual.
APPENDIX C
Manual for Reading Group
and
Four Articles for Parent Training
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APPENDIX C
Reading Group Manual
The manual for parents in the Reading group was identical
to that given to the parents in the Microtraining group
(Appendix B) with the following exceptions:
1. The title page omits prefix "Micro."
2. Pages 1 and 2 were revised and joined, omitting
references to Microtraining.
3. Role-play and Exercises, Home Practice and Teaching
are omitted.
Only the revisions for the Reading Group are included in
this Appendix.
TRAINING FOR PARENTAL EMPATHY
Facilitated by
Carol Creswell-Betsch
Developed by
Elizabeth Miller Klock
WHAT'S IT ALL ABOUT?
PARENTAL EMPATHY— is sensitivity to the feelings thoughts,
and behavior of the child and the ability to verbally and
non-verbally express that sensitivity.
WHY IS THIS IMPORTANT?
PARENTAL EMPATHY: It is believed by leaders in the fields
of psychology and education that empathy is a critical ^
quality in helping relationships. The effective coimuni
cation of empathy is said to __
awareness, self-respect and self-confidence. It is
also
said to contribute to the feelings of friendliness
or com-
panionship between the two people.
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P.E.T. in Action:
No More Hassling With Your Kids
By Dr. THOMAS GORDON
IN THE LAST 15 YEARS, over a quarter of a million parents
have taken a course in P.E.T. : Parent Effectiveness Train-
ing, a system I've developed for raising children. Over a
million more have read my books on the subject. We know
from studies of parents who have completed the P.E.T. course
that almost all are very satisfied with the results.
Here are the basic techniques of this highly effective
child-raising method. It has worked for millions of fami-
lies, and I believe it can work for yours.
Active Listening
Our first principle is: When ch-ii.d^Q.n e.ncoun-t 2.A. d^^^yLcuZ-
tZe.6 and want to i>kafi(L tk<ith. t^oabt(Li> , tkty need pan.Q.nt6
to Hi, tun- - no t talk- -to tkzm. "Of course I listen to my
children," roost parents claim in response to such a notion.
But we have learned that there is a big difference between
accepting the value of listening in the abstract and putting
it into practice. What's more, many parents often confuse
"listening" and "talking." In fact, when their children
are upset or troubled, most parents don't listen at all.
Instead, they moralize and preach, criticize and give advice.
In a stressful situation, parents often feel compelled to
i,ay something to the child. Yet when they recognize that
all this talk can be a roadblock to communtcatton, they
are often amazed by the positive results they attain from
simply lti> tuning
.
One mother reported, "One of the first things I discovered
was that my habit of directly questioning five-year-old
Timmy put him in a very vulnerable position. He hated to
be wrong; so, rather than answer a question in a wrong
way, he wouldn't answer at all. I listened to myself for
a week and heard the stridency in my voice when I talked
to him. It was a humbling revelation. Then I began to
find that I could get answers by gentler means. If I
aoe
patient and listen carefully, I would eventually hear him
mention something about his day at school. . . • ^
by little he began to open up and let me have a
glimpse of
"""wwTejus^ listening does help kids open up and share
back (in youa oivn woadi, oi coaaic) juit exactly
»>hat youa
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ch^Zd Z6 6ayZng to you.. For instance, a mother told me
about a time when her daughter became very upset during a
storm. "She came crying to me, saying, 'I'm afraid— I don't
like the thunder. I started out comforting her, saying,
'I'm afraid--! don't like the thunder. I started out com-
forting her, saying, 'It's just the clouds bumping into each
other.' But she kept crying and saying, 'I don't want to
hear it. I'm afraid.' I said, 'It won't hurt you; it's
just a noise.' Still more crying. Then I remembered learn-
ing that Active Listening means not explaining away what
the child is feeling, but acknowledging it. So I said,
'You're worried about the thunder and you wish it'd stop
'cause it scares you.'
"Her expression changed immediately. All the worry went
away, and she went trotting off without another word. She
just wanted me to understand how 4 fie felt. And that was
the end of it."
Active Listening is precisely the skill used by counse-
lors and therapists in working with their patients. Parents,
by employing this method, can often produce at-home results
as ramatic and beneficial as results achieved by profes-
sionals who work with troubled children. I would not have
believed this in 1962, when I designed the P.E.T. course,
but I believe it now. However, I also know that Active
Listening is a skill that takes training and practice.
Parents Have Rights Too
It is one thing to become more effective in helping your
kids with tkzlK problems, b,ut what does P.E.T. offer to
parents when kids give tko^m problems, when children are
being noisy or messy or whiney or destructive (add your own
adjectives!)? In our P.E.T. classes we often meet parents
who are not assertive enough with their children, a permis-
siveness that encourages the kids to walk all over them.
Some parents are doormats or martyrs, making parenthood
a burden rather than a joy for them. And even those par-
ents who want to be assertive almost universally use methods
that don't motivate their children to be considerate of the
parents' wants and needs.
. ^ 4-^vo
In order to cope with these problem, P-E.T. instructors
teach parents to 4;top sending " Voa-me44age4
4 end ''I-me44 age4 , " wifien the behav^o^ oi a ckA.ld
^nte^tefie^
uiUh thM Uve.i. It isn't easy, because
that moit pa)ie.nti am biZ-cngual—they use one language
fo
Lults and another for children. Most parents bombard chil-
dren with You-messages . Such as:
'"/ou go to your room!" ,
"You better stop if you know what's good for
yo .
"You’re acting like a baby!"
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The list is limitless. Yet, such messages are predicta-
bly ineffective; They make the child feel like
change; they damage his or her self-esteem; and they often
make the child feel resentful and retaliative. In P.E.T.,
parents discover they usually send entirely different mes-
sages to an adult who might be doing something that inter-
feres with their needs— these are generally what we call
I-messages
.
For instance, we say, "I'd prefer you didn't smoke be-
cause I can't stand the smell," to someone near us. Or
we may tell a friend who is speeding, "I get scared going
this fast on a wet street."
But I-messages work with children, too. Tke. mo6t
tlvz me^^age to motivate, cktld^zn to change bchavtoA. that
bothers you ti, a itmplc iha^tng o how thelK behavior make6
you ieel and how it a{^{^e.ct6 youK lt{^c. Most parents who
have taken our course find it is fairly easy to learn to
send I-messages to their children. One mother reported;
"My seven-year-old son had developed the habit of sliding
down the carpeted stairs on his bottom. I tried everything
—
including spanking--to make him stop. Nothing worked.
Then one day, when he slid down the steps again, I said,
'Mark, when you slide down the steps on your rear, I get
very aggravated because I'm afraid the carpet will get
torn loose from the steps and then it will look like a mess.'
Mark turned to me and said simply, 'I didn't know you felt
that way.' He hasn't slid down since."
Before taking P.E.T., most parents are in a dilemma about
how to handle the inevitable conflicts in the parent-child
relationship; Shall I be strict (and get my way) or lenient
(and let the child get his or her way)? Should I be author-
itarian or permissive? Many parents see these conflicts
as a power struggle in which someone must win and someone
lose. But such an attitude inevitably causes resentment,
alienation and a damaged relationship between parent and
child. In P.E.T., we teach parents to avoid such a win/^
lose posture. A much more effective way to handle conflicts
is our Mo-lo6e Method, Here, together, parent and child
join in a search for solutions that will allow both their
needs to be met. By employing the No-lose Method there
is no resentment, and the parent-child relationship is con
tinually strengthened.
^
Although the No-lose Method is probably the hardest or
all the new P.E.T. skills to use, parents do supply us with
many examples of success. Here's how one family resolved
a bike problem; "My nine-year-old son wanted to ride his
bike on our residential street," a mother recalled,
ter watching how he reacted to traffic and changing situa-
tions, my husband and I realized it simply wasn t safe
for
him to ride in the street. We told our son how we
felt
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and he was crushed. Bike riding on a hard surface was so
much fun, he kept saying. But then we told him again how
we felt about the situation. The three of us started to
problem-solve together, and our son decided he would enjoy
riding in the schoolyard, which has a hard surface. Now
he wheels the bike over to school and rides a couple of
hours each day. If we hadn't joined together to solve the
problem, he would be angry, never use the bike, and we'd
feel guilty about depriving him of an activity we want
him to enjoy."
Very early in the development of the P.E.T. course I
recognized that the No-lose, conflict-resolution method
seldom worked when parents and children fell into conflicts
over certain kinds of issues such as values, lifestyles,
tastes in dress and esthetic preferences. Many kids saw
no reason why they should change their behavior token the
bekavton. dtd not eo ncKetely on. tangtbly a^^f^eet the ltve& of^
thetn. pan.ent6 .
If they liked their hair long, they couldn't be convinced
to cut it just because their parents preferred short hair.
They believed how they wore their hair was none of their
parents' business.
Neither I-message nor the No-lose method works in deal-
ing with such conflicts. When parents switch to moraliz-
ing and preaching, lecturing, shaming and other forms of
hassling, they're met with strong resistance.
The most bitter battles and the most tragic outcomes
occur when parents in their frustration and desperation
roll out their big guns
—
power and authority—and threaten,
deprive and punish. In retaliation, the youngsters walk
away from discussions, go into isolation, lie and sometimes
leave home.
To effectively handle value collisions, a significant
change in attitude is sometimes necessary , a change the
parents must make. As one father told me, "I'm realizing
that when we object to their long hair and their clothes,
we are telling them what to do so they will conform to
oun. peer group. I want them to look right when I intro
duce them to the people that I know in my business. But
that's not thetn. peer group. Now I'm willing to modify
some of my values to allow them to be accepted in their
peer group."
, , , ^
In our course, we tell parents that kids are bound to _
learn some of their parents' values by observing what their
parents do and by hearing what they say. We say parents
will teach their values most effectively by living them,
and we caution them about the inadequacy of "Do as I say,
not sa I do."
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What's more, kZdi afiz much mo^c l-ikcty to lcan.n {^\om
the parental model thetA. Aelatton6htp ootth the parent
t6 a good one. Kids seldom want to model themselves after
adults they dislike or fear. Rather, they adopt the values
of people they admire, respect and love. By learning P.E.T.
skills, parents are doing everything they can to foster a
relationship of mutual respect and love. They are also
increasing the probability their children will adopt their
values
.
"I'm going to have to live with it."
"Don't rob them of the chance to make their own decisions.
These are statements from parents who found the serenity
to accept what they couldn't change. P.E.T. does help par-
ents see their children as individuals who have the right
to be different.
Sometimes parents simply can't change their children's
behavior or their attitudes. The only logical alternative
is to accept and learn to live with it.
As a father, after completing a P.E.T. course, declared,
"It frees you from judgment, and when this happens, you're
quite a bit freer than you can imagine. P.E.T. helps par-
ents get a new perspective, not only on their children but
on how to look at the world I"
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MARVELOUS NEW WAY TO MAKE YOUR CHILD BEHAVE
By Raymond J. Corsini, Ph.D.
and Genevieve Painter, Ed.D.
Rewards and punishments don’t work
When Alice Brown returned from her visit to her grandchil-
dren, her husband, Val, met her at the airport.
"How are Elinor and the kids?" he asked.
"Fine," she replied. "I had a very nice stay." Only
the year before her visit with Elinor, her husband, Allan,
and their three children had been a disaster.
"Val, you wouldn't believe how changed those children
are. I went there expecting the worst--crying
,
bratty, de-
manding, disobedient kids. But this time it was pleasant
to be with them.
"
"Is that really the truth?" Val asked.
His wife nodded. "Elinor told me she had gone to a
Family Education Center. She said they helped her learn
how to cope with the kids. In only one month, she told
me—and Allan agreed with her—fighting had practically •
stopped, the kids didn't clutter the house anymore,
Dennis was no longer dawdling, riding in the car was no
longer a horror. Really, you should have come."
Does this change in Mrs. Brown's grandchildren sound
incredible to you? Yet, such success stories are quite
common in our experience. With our family counseling
methods we find that within a very short time parents learn
to change their ways; and children learn to accommodate to
new parental strategies. Families become better organized,
more efficient and much happier.
There are, of course, many systematic ways of dealing
with family relationships and problems. But the system we
favor was developed by Dr. Alfred Adler, the world-renowned
Austrian psychiatrist who started child-guidance centers
in Vienna in 1922. These were the forerunners of the Adlerian
parent education centers in the United States. In the
half century since 1922, hundreds of such centers called
Family Education Centers have been established in this coun-
try, and tens of thousands of families have been success-
fully counseled by this method.
_ t 4. • _
The essence of the Adlerian system of family relation
ships is respect. Parents must learn to respect themselves;
they must also learn to respect their children. In our
judg-
ment it is generally disrespectful. for parents to tell
children what or how much to eat, or to do work the chi
dren should do for themselves.
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It is as disrespectful for parents to scold children
as it is to reward them, to permit them to dawdle as it is
to control their money or monitor their friends. We be-
lieve that children become responsible when given respon-
sibility. And that, if permitted to solve life problems
for themselves, children become resourceful and mature.
To be a successful parent, a mother or father must have
certain attitudes and take certain steps when dealing with
his or her children. That's why we want you, as a parent,
to stop ov Q,xp^ote.ct^ng
,
ove^e6t-imat-lng and o\JZ^6upeA.vi6^ng
your children. Some parents believe that they should always
know what the child is doing, that they should hover over
him, watching him constantly, and should be constantly giv-
ing the child attention and service. Such attitudes only
make a child dependent and demanding. Have co n^^cdence yin
gouA. chycldAen, and they'll behave in a way that will justi-
fy that confidence.
How to Discipline
The biggest problem most parents have with their children
is simply making their child behave. We believe this may
be partly because of the way the child is being trained.
Many people feel the best way to discipline a child is to
reward him when he does something they like and punish him
when he does something they don't like. And it is unques-
tionably true that in this way they can "shape" a child's
behavior. However, we believe this technique can have many
undesirable side effects and is not in the long run a suc-
cessful method of discipline.
_
As GVGry parGnt who rGwards a.nd punishGS knows, punish
ment often is not logically related to the child's offense.
If we tell a child that he may not watch television after
(dinner because he didn't wash his hands before dinner,
there is no logical relationship between the "crime" and
the "punishment."
What's more, punishment is usually an arbitrary exercise
of power by the parent. The parent becomes prosecutor ,
_
jury, judge and warden. All the child may learn from his
punishment is
—
power is what counts.
^
Thirdly, punishment has to be discontinued eventually.
For instance, an attempt by a parent to punish an
adolescent
by physical force may result in a very ugly situation
for
^°^But what should a parent do instead? Primarily,
we be-
lieve, parents should always try to _ obtain voluntary
cooper-
ation from their children by reasoning with them.
When
reasoning fails--and only then— should parents fall
back
on the method we call natural and logical
consequenc .
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A woman who had been attending one of our child-guidance
centers summarized natural consequences this way: "When
a child does something wrong, you don't hit or scold him;
you do nothing. You let the situation get worse and worse
until the child becomes uncomfortable or sees for himself
that the situation has become ridiculous. Finally, he
makes changes on his own." This mother is quite right.
Tke e^^ence 0|5 natan.aZ con6 zquznce^ to le,t the. child
Ica^n cxpcA.icnce
.
Here are some examples:
- A mother complains that her son is a poor eater and that
she had to nag to get him to eat. We regard constant nag-
ging as punishment. We advise her to employ natural con-
sequences—that is, to stop her nagging and to allow him
to learn by experience. The following morning, her son
rushes out to play without having eaten his breakfast.
Several hours later, he is famished. He is experiencing
the natural consequences of not having eaten breakfast.
She does not give him any food until lunchtime.
A child insists on wearing a particularly odd article
of clothing. Mother says nothing and does not interfere.
He goes out wearing the item, but he returns within a few
minutes and removes it because the other children laughed
at him.
- A child wants to see a late movie on television. Mother
reminds him that he must get up early for school and won't
get enough sleep. He. says he will. Mother lets him stay
up. In the morning he feels groggy and tired.
- A child refuses to clean his desk. His parents say
nothing. Eventually the top of his desk is completely
littered, and he does his homework on his bed. This is
uncomfortable, and so he cleans off his desk.
In relying upon natural consequences, parents will dis-
cover that nature is their best ally. A child who doesn't
eat gets hungry; one who plays too hard gets tired; one who
forgets to take money for school lunch goes without; one
who cheats at games finds himself without playmates; one
who neglects his homework discovers that his teachers call
him to account.
,
Parents must, of course, make sure the child cannot be
seriously harmed by his action. Certainly he can't be per-
mitted to fall out of a window or to eat poison! NatuA.al
CO n-6 e.qucn.ce.6 mu^t be med icith di^c^ction.
When employing this technique, parents have an obliga-
tion to inform the child once of the natural consequences
of any specific behavior. If they keep reminding him, they
are either giving him unnecessary help or punishing him
by
nagging. We’ve found that one such warning is generally
enough.
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When using "natural consequences," parents must also
be firm with themselves as well as their children. They
should not feel that they're being cruel when, within rea-
sonable limits, they allow their child to suffer the natural
but unpleasant consequences of his acts. Parents should
not intervene between the child and reality except in emer-
gencies. What more can any parent do for his child than
to help him learn the consequences he must face when he
misbehaves or is reckless.
When we were very young we came near a swarm of bees.
"Don't go near them," Father warned, "they can sting!"
And so we learned by sad experience a lesson that after 40
years remains: Bees do sting. And how°
Logical Consequences
But natural consequences alone are not usually sufficient
to completely train a child. In many cases parents must
do something more. The course of action we then recommend
is called logi.cal consequences. It's a more effective
method than punishment but has none of the drawbacks. It
requires an understanding between a parent and the child
as to what is expected from the child and what is to hap-
pen if the child does not perform as expected. What hap-
pens if the child misbehaves must be a logical consequence
of the child's conduct.
Say a father tells his child he will take him to the
movies if the child is ready by 3 P.M. and the child is
not ready. But at 4 P.M. the child asks to be taken out.
Father simply says: "You knew you were to be ready by
three. Now it is four. I'm sorry, I won't take you now."
Another example: Little Bobby is whooping and holler-
ing in the living room where Father and Mother are reading.
Father says: "If you can't be quiet, go to your room."
Father now has an understanding with Bobby: "If you are
_
quiet, you may remain; if not, you must go." Bobby contin-
ues making noise, and Father says firmly but without anger,
"Go to your room. Come back when you can behave yourself."
Parents employing these techniques do not scold or scream.
They calmly speak to the children in this manner:
^
- "If you don't behave yourself at the restaurant. I'll
take you home .
" _ „
-
'If you lose your money, I won't give you any more.
- "If you break the window playing ball, you'll have to
pay for a replacement."
_
- "Since you spilled it, you should clean it ^P*
And they calmly follow through on what they say.
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The Bathroom Technique
After a season of family counseling, we recently asked the
assembled mothers which of our techniques had impressed
them the most. One young mother enthusiastically stated:
"The bathroom technique 1 It's the answer that I've been
seeking for years."
Suggested by Dr. Rudolf Drikurs, a psychiatrist and
Adlerian disciple, the bathroom technique is almost absurdly
simple. Here's how it works; When a child misbehaves
or presses you with too many demands, withdraw to the one
room in every household in which a person can lock the
door and be alone-- the bathroom I We especially recommend
this technique to mothers harassed by demanding younger
children. The mother who wants to escape the tyranny of
her child's whining enters the bathroom and locks the door.
While there, she does not respond in any way to the child
—
even if he cries, screams or hits the door. If he contin-
ues, she turns on a radio and, if he still persists, she
takes a bath. When all is calm, she comes out with a smile.
But if the child reasserts his demands or exhibits other
undesirable behavior, back she goes to the bathroom!
If there is only one bathroom in the house, the clever
child may suddenly declare he has to use it. What should
the mother do then? She should remain in the bathroom!
The child is being trained. The message that the mother
is getting across to the child is that she will no longer
take any nonsense. If the enraged child begins to hammer
on the door or to break furniture, even then the mother
should still stay in the bathroom! The event may have a
powerful effect on the child; it may be for him a crisis
that profoundly changes his perception of his mother. But
if the mother is foolish enough to come out when the child
threatens, she loses a very effective training device.
Once she has entered the bathroom she should leave only
when she is ready and not when the child wants her to.
The most helpful thought for her to keep in mind during
her stay inside is that her child is being taught to improve
his behavior.
The Waking Technique
Although we are against punishment, our methods are
merely passive. We use what we know works. For
instance,
another technique, ffie waking tuclinaque.
,
is a valuable
but unpleasant tactic based on logical '
.fid
it is Specially helpful when dealing with an older
chil .
It is used when the child promises to perform
an
upon task and the parents promise not to nag him
about i.
H^ever, the child agrees that the parents may
remind him
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at any time, day or night, if he forgets to do as he
promised.
For example, Kevin had the chore of taking out the gar-
bage. Mother wanted him to do this before he went to bed,
since she didn't want garbage in the house overnight.
Kevin agreed, but kept "forgetting." Mother sometimes had
to remind him two or three times an evening. This situa-
tion had been going on for more than a year, with periodic
bouts of scolding.
Mother was advised to employ the waking technique. She
asked Kevin, "From now on, is it all right for me to remind
you to empty the garbage at any time, day night?" Kevin
agreed. That night Mother noticed that Kevin went to bed
without doing his chore. As soon as she heard him get
into bed, she knocked on his door and reminded him. He got
up and emptied the garbage. The next night he again forgot.
At 10, when he was fast asleep. Mother knocked on his door.
She had to remind him several times before he understood
what was wanted of him. He then emptied the garbage. The
next night he remembered. The night after that he forgot
and Mother awakened him again. Within 10 days the garbage
problem had been completely solved.
Our experience with the waking technique is that a child
usually must be awakened three or four times to fix perma-
nently in his memory the chore he is supposed to do.
But, to prevent this from being punishment, thz child
ma6t {i^ccly agficc to being reminded at night. Rarely have
we found a child who will not agree. And we have known
children who asked that this be done--to help them learn
to remember 1
In all our counseling experience, we have never yet been
confronted with any situation that calls for a child s
punishment. We believe all misbehavior by children can be
handled best by the method of natural and logical _ conse-
quences. If parents will just begin to think _ logically rather
than punitively, they will start to treat their children
with respect and the children in turn will respond by re
spec ting them. Try it—and see how much happier your fam-
ily life will bel
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YOU ^ YOUR CHILDREN
SPANKING- -CRIME OR PUNISHMENT
Spare the rod and spoil the child. That's one saying we've
been hearing for years. Spanking is just one of the var-
ious forms of punishment used to establish discipline in
children. Although punishment and discipline are often
used synonymously, their meanings can be quite distinct.
Discipline is training that develops self-control, char-
acter and orderliness. Punishment is one method to modify
a child's undesirable behavior.
Today when people think about punishment, corporal pun-
ishment usually comes to mind. In fact, we've been meting
it out for centuries. Only within the last two decades or
so has corporal punishment been questioned and studied.
Child psychologists are now analyzing spanking, specifically
its effectiveness as a punishment compared to other methods
and its potential long-term consequences.
Among my patients' parents the issue is an emotionally
charged one. A poll from my practice would probably advo-
cate spanking on at least a 70-to-30 ratio. The parents
who favor spanking usually explain, "I was spanked when I
was a child, and it did not do me any harm." They perhaps
feel this way because they were spanked by loving parents.
Ideally punishment should be designed to teach a child
a lesson concerning his behavior. The efficacy of any
form of punishment can be evaluated by how clearly it demon-
strates to a child, if at all, where he erred and by how
it builds an inner conscience, which strengthens against
repetition.
Some normal, well-adjusted adults were never spanked.
The converse is certainly true. Children who have problems
communicating with their parents resent spanking and develop
even more anger and hostility toward them. Spanking only
exacerbates the situation.
What then is the advantage of corporal punishment?
Spanking does not teach a child anything. It does not ^
appear to reinforce any lessons about the child's behavior,
which added together form a conscience. Instead of setting
in motion control, spanking only creates an external force
and a fear of punishment that functions as a sort of con-
scioncG • .
Children who have no internal control mechanism, or
conscience, have several options open for rationalizing
bad behavior. Some feel they will not be caught at
their
mischief. Here conscience acts merely as a policeman.
These children behave properly only \ave-^^
be caught. Other children approach spanking with
a have
fun-now pay— later attitude.
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Some children set up elaborate accounting systems
perpetuated by spanking. After a spanking they feel re-
lieved of their guilt; they have paid their debt and can
continue to act up. A very real example is that of the
child who carries out sneaky, mischievous acts in school
and is verbally reprimanded there. The child comes home
and picks a fight with a sibling just to be given a whip-
ping, which "clears" his ledger, and the cycle repeats
itself
.
Stressful family situations may lead to frequent spank-
ing for a youngster who is an innocent bystander. Take
the case of three-year-old Rudie, one child in a family
of seven. His mother, strained and nervous from too closely
spaced pregnancies, must care for four children under five
years of age with only the assistance of her husband's
modest income. Rudie is constantly singled out as being
"bad." He receives at least one paddling a day, yet his
mother complains that "spankings do not phase him." The
overwhelming burden of her family has made her ineffective
in controlling her child's behavior to the point where
he has no idea of right and wrong.
Another drawback of corporal punishment is the rare
parent who lacks self-control to limit the length or in-
tensity of the spanking; in effect, it becomes a battering.
A parent who harbors excessive anger and hostility for
another reason may uncontrollably project this pent-up
anxiety on a blameless child. Child abuse frequently oc-
curs from this type of overzealous punishment.
An angry, hostile parent who chastises a youngster in
this frame of mind may convey to the child to do the same
thing to his peers. Later in life a child may actually
become belligerent as a result of his childhood experience.
You probably have gathered that I do not favor spanking.
I prefer punishment that is a logical sequence of a
child s
misbehavior. For example, a child who is disruptive while
the family is participating in a group activity can
excluded from the group. Send the child
^
til he controls himself. An improper form
for the same offense would be a child
from riding
a bicvcle, playing baseball or going on a trip
none or
?hLe actlvitlL have any relationship to the ^tsdeed
Beyond that these privations are, in my
Make the punishment fit the "crime. It is
an
saying but one with meaning
“/-^I^J^r^hrid'a^erson^
consequence of wrongdoing, it can i n-i-pirfere
Punishment that appears logical but that
ter
with educational endeavors pastime
?s'ant!Iducationa?!'Ld such a punishment may even
have
a long-range detrimental effect.
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In helping a child develop discipline, you must be even
handed. Reward in the form of your love and approval re-
inforces a child's good behavior. Some parents deprive
their youngsters of affection when things go awry and sel-
dom, if ever, reward them with approval when they respond
correctly. For instance, if Johnny carelessly spills the
milk, his mother should rightly insist that he clean up
and go without. When Johnny pours his milk neatly and
cautiously, his mother should reward him immediately with
a smile and perhaps a compliment. Without this show of
approval Johnny sees little to strive for other than sim-
ply avoiding his mother's bad will.
If you and your child have a loving relationship, your
child will understand his or her errors and should be able
to add another building block to inner conscience. Your
child will not be left with the nebulous, empty feeling and
lack of insight that corporal punishment leaves. Spare the
rod and you will gain the love, respect and understanding
of your child. --by Lawrence D. Robinson, M.D.
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Blessed are the parents who know when to say "No," for
they shall not learn firsthand the progenitive powers of
a pair of white mice.
Blessed are they who teach their children the relation-
ship between effort and earnings, for they shall not have
to support their grandchildren.
Blessed are the parents who do hunger and thirst
after learning, for their children shall do likewise.
Blessed are they who do not attempt to tackle the new
math, for they shall not fail.
Blessed are the parents who can laugh at themselves,
for their children will laugh v;ith them and not at them.
Blessed are the parents who may be called "stodgy" and
"old-fashioned." They can rejoice and be assured that
they are on the right track, for so have children perse-
cuted parents for generations, and their opinions will
change by the time they are old enough to pay taxes.
Blessed are those who can see the world with the fresh-
ness and excitement of a small child, for they always will
be young in heart.
Blessed are they who teach their children to understand
and love each other, for they shall not get caught in the
crossfire of a sibling war.
Blessed are the parents who let their children do for
themselves whatever they are capable of doing, for they
shall not be merely unpaid servants.
Blessed are the parents of babies who can wake up joyful
and clear of eye at 5:45 A.M., for they will have to get
up at that hour anyway.
Blessed are they who spend adequate time caring for their
children during infancy and childhood, for they shall be
spared many teen-age problems.
_
Blessed are they who do not expect more of their chil-
dren than is appropriate for their level of maturity, for
they shall not be disappointed.
^ . v •
Blessed are the parents who do not get involved in their
children's spats with their playmates, for they shall not
prolong such squabbles.
^
Blessed are the parents who take their children with them
often, for they shall see the world with fresh eyes.
Blessed are the father and mother who spend time
together occasionally without their offspring, for they
shall not go stir-crazy.
_
Blessed are they who listen to their children, for they
in turn will be heard.
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Blessed are the father and mother who have found success-
ful creative outlets for their energies, for they will not
need their children as status symbols or as justifications.
Blessed are the parents who do not pretend to be perfect,
for their children will not be disillusioned.
Blessed are they who pay more attention to their own
individual children and their specific needs and reactions
than to abstract child-care theories, for they shall not
be confused with the swings of the pendulum.
Blessed are they who can be a warm fire of encouragement
for their children, for their offspring will not stay away
long from a hearth where they can warm their souls.
Blessed are they who enjoy their children, for they have
found a new dimension of love and a reward for all their
efforts
.
FOUR-YEAR-OLD'S WORLD VIEW
When my four-year-old son Greg had trouble opening a door,
I said sympathetically, "It's hard being short, isn't it?"
He responded to my casual comment with an emotional torrent
of words about inaccessible shelves, windows too high to
see out of, drinking fountains out of reach, toilets un-
comfortably big and high, etc.
We decided to work together to solve some of his prob-
lems. Touring our home on my knees, I was amazed to see
how different everything appears from a lower level. In
many cases simple changes such as lower closet hooks, longer
pull cords on hanging lamps and rearrangements in kitchen
cupboards and bathroom shelves have made Greg's daily life
much easier.
• ^ u i ^
•
When we are out shopping, I now make a point of holding
him up to see the other side of the counters. For exam-
ple, although he had been in delicatessens many times, he
had never seen the meat slicers. Many ordinary sights are
fascinating to small children, who have such limited exper-
i.0nc0 •
Greg appreciates my new awareness of the problems of the
small in a world tailored to adults, and the experience
has made us better friends.
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NO-NAG MORNINGS
Each morning my three grade-school boys were awakened
an
hour before time to leave for school.
spent encouraging them to "finish your egg, .byrry,
"^^e
your bed." "hurry," "feed the dog," etc. During
the last
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fifteen minutes this barrage included several announcements
of the small amount of time left. To my frustration the
boys were still often five or ten minutes late leaving
home. Then I attended a seminar workshop for women with
a session on helping others develop a sense of self-worth.
The speaker stressed the destructive effect of even subtle
nagging as well as the importance of assuming responsibility
successfully. Our assignment was to be aware of subtle
nagging and its effect on others. Obviously my early-norn-
ing reminders fit the description. Since I was "hurrying"
enough for all of us, why should the boys assume any of
the responsibility? I shared these insights with the boys
and stated a new policy: During the hour before school
the only reminder would be an announcement of departure
time when it arrived. All three boys were late to school
the first morning, but none of them has been late again.
The first hour of the day has become a quiet, pleasant one
with each boy attending to his own responsibilities and
often having time for other brief activities.
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APPENDIX D
Instructions for Role-play and Exercises
in Microtraining Program
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ATTENDING SKILLS
How does it Feel To Be Little and Far Away?
Part I:
The participants are asked to pair up and decide who is A
and who is B. The facilitator then asks the pairs to
separate and position themselves as far away from one an-
other as possible.
When this is accomplished, a list of topics for discussion
is presented and each pair is asked to decide on one topic
and to discuss it from their present positions. After the
difficulty of this is accutely apparent, they are asked to
find a distance and position that facilitates their con-
versation rather than hindering it. Then they are to con-
tinue the discussion for a brief time.
Processing: How did it feel to be far away and have some-
thing to say? Did you feel heard? Could you hear? What
does the- distance communicate to your feelings? Does it
affect your feeling of commitment to the conversation?
How might this apply to parenting?
Part II:
Participant A is to play the role of parent and B the role
of child. B is asked to sit on the floor close to the feet
of A.
The pairs are asked to talk with one another about a topic
suggested on the list. They are to stay close together so
that the physical positions are not comfortable. After
they are sufficiently uncomfortable, the facilitator will
ask the "parents" to find a position that is comfortable
for both. Then they continue the discussion.
The participants are asked to reverse roles and do the same
thing again.
Processing: How does it feel to be a child in these posi-
tions? What do the positions do to the feelings of power
or importance of both the parent and child? What were you
feeling during this exercise? How does this relate to your
experience as a parent?
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ATTENDING SKILLS
Modes of Responding
The group is divided into fours. Each small group deter-
mines who will be A, B, C, and D.
They are then told that the exercise demonstrates four ways
that people respond to one another. Each of the four peo-
ple will have an opportunity to talk to the group about
something of interest to them and the other members will
respond in one of the four ways.
A list of possible topics of interest to the group is posted.
"A" is asked to pick a topic and talk for about one minute
while the other members respond using the first mode listed
below. The reactions are then processed using the process
questions below. The facilitator notes the reactions of
the speakers and listeners on a large newsprint pad or black-
board.
Then "B"’ picks a topic and the others respond using the next
mode listed below and the same processing takes place after-
wards. This procedure is followed until all the modes are
used. It is useful to allow the participants to use the
Responsive modd for a longer period of time.
Modes
:
Non- responsive : Verbal responses are either non-existent
or unrelated to speaker, off the wall. Non-verbal behavior
is closed, distracted. No eye contact.
Tangential: Cocktail party conversation. Verbal responses
to speaker pick up on one piece of speaker's statement and
relate that directly to oneself. Focus is on oneself.
Interrogative: Verbal responses are driving questions used
to direct conversation toward the interests of the listener
Focus is on the speaker but is controlled by the listener.
Responsive: This mode involves the basic attending skills
presented in this workshop. Eye contact, attentive body
posture, staying on the topic are involved
listening. The focus is on the speaker, and the contro
of the conversation is with the speaker.
Process the reactions of both the speakers and the
listeners
after each mode. How did they feel? Who had ,
Where was the focus? How does this relate to
parent-chil
interaction?
REFLECTION OF BEHAVIOR
It*s An Awfully Nice Whatzit !
Instructions for Parents:
Part I
Your "child" will show you a design that he/she has drawn.
You are to respond to this work of art in EVALUATIVE and
GENERAL ways. Do not respond specifically to the content
of the design
—
just evaluate it. You may go so far as to
evaluate the artist, as v;ell.
Examples:
What a nice design! It is really pretty! You are a very
clever artist. I bet you draw that well all the time. It
is just beautiful. I give it an A+.
What a fantastic design! How did you ever think of some-
thing so wonderful. I never could do something so outstand-
ing! You are a genious. Etc.
Lay it on thick.
Part II
This time respond to the same design in specific and non
evaluative ways. Share what you see . You can embellish
this with your feelings about what you see your reactions,
but not your evaluations. You can also embellish this with
what you imagine was the child's experience while producing
the design. You are focusing on the content and on the
behaviors which produced it.
Examples
:
Hey, I see you put the red on the inside of the
thick black
lines. That makes the shape stand out to me.
You put some blue and some green down here at the
bottom
I like the way they go together.
Up here at the top there are
looks to me as if you worked
lots of tiny circles. It
very carefully on that part.
Wow, you sure did use
purple, etc.
a lot of colors. I see red, blue.
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Processing
:
When discussing the reactions you and your partner have to
this exercise consider these questions:
Which method of responding felt most familiar to you? Which
felt most comfortable? Were there differences in the child's
behavior? How did you and the child FEEL in Part I versus
Part II? In which part did you exercise your power more?
How do you feel about that? In which part do you think the
child learned more? In which part did you feel more con-
nected to the child's experience?
REFLECTION OF BEHAVIOR
It's An Awfully Nice Whatzit!
Instructions for children:
You will be given a sheet of paper and some markers and you
are to fill the paper with an abstract design. When your
"parent"' responds to your drawing, you are to behave or
react in any way that seems natural. Act as you imagine
a child would.
.
Processing:
When your parent responded to your drawing, which responses
did you like best? Which made you feel "connected'' to the
parent? Which responses made you feel distant, which did
you not like? How did you feel during the various reactions
that the parent had? In which part did you feel most power-
ful? Which responses helped you learn?
REFLECTION OF BEHAVIOR
When Push Comes to Shove
Instructions for Parents:
YOU have noticed lately that your child has
lots of time building with blocks. You are interested
the structures he/she has created and you have a
few min
utL todarto be with the child while building is
occur-
ring. While you are with the child you are
conversing but
YOU DO NOT TOUCH THE BLOCKS.
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Part I:
Your responsibility in this part of the exercise is to en-
courage your child to build a structure beginning by stand-
ing the columns up as a base. The structure would rest
on the four standing posts.
However, not wanting to be pushy, YOU DO NOT TELL THE CHILD
DIRECTLY. Do not give directions or instructions. Just
make suggestions, give reactions, etc.
Examples: Hey, how about if we make a building that is off
the ground?
If the columns were standing up the building would be
taller. I really like buildings where you can go underneath.
You don't really want to put that block there, do you?
Wouldn't you like it better if it went here? Etc.
As the child builds, make several alternative suggestions
for design. Do not follow the child's lead. What you have
in mind will be more beneficial to the child's understand-
ing of spatial relations'll
Part II:
Follow the child's lead. Comment supportively and frequent-
ly on the child's behavior. Verbally follow what the child
is doing. Communicate to the child that you are aware of^
the choices the child makes and that you accept these choices.
Examples: I see you chose the red blocks as the base.
You put those tall ones in the corners. They look like
posts! The spaces on the sides let light inside. Now you
are balancing that tiny piece on the very top! That looks
tricky. Etc.
Processing
:
In which part were you most involved with the child's
ex-
perience? In which part were you most involved with
YOUR
^^p^rience? How did the "child" react to the difference?
What are the costs of the behaviors in Part I?
what would
be an effective way to share your ideas with
the chii .
REFLECTION OF BEHAVIOR
When Push Comes to Shove
Instructions for Children:
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Part I and Part II:
You are building with your colored blocks and you have
worked frequently on designing a very special structure.
The most important part of your structure is that it starts
at the bottom with two reds, rectangular blocks lying down
side-by-side
.
These rectangular blocks are critical to the success of
your building and you must begin with them. From that base
you can improvise. Try to use all of your blocks.
Your parent will be with you while you build. You can in-
teract in any way you wish—but remember you are a child
—
try to act that way.
Processing:
What were the differences in your feelings and behaviors
in relation to Part I versus Part II? What did you feel?
.
What did you do? What would you like to have done?
_
In
which part did you feel that your parent was most with you?
In which part did you feel most powerful?
REFLECTION OF FEELINGS
Responding to Feelings
The following examples were given to each parent with in-
structions to identify what they thought the child was feel
ing and to determine a response that would reflect that
feeling to the child. After they had done this, they were
asked to pick a partner and role-play their responses with
one another.
The examples are taken from Parent Effectiveness Trainin_g ,
by Thomas Gordon (1970, pp. 307-308).
Child says: Child is Feeling: Parent Says:
1. Oh boy, only ten more
days until school's
out.
2. Look, Daddy, I made
an airplane with my
new tools!
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Child says: Child is Feeling: Parent Says
3. Will you hold my hand
when we go into the
nursery school?
4. Gee, I'm not having
any fun. I can't
think of anything to
do.
5. I'll never be good like
Jim. I practice and
practice and he's still
better than me.
6. My new teacher gives us
too much homework. I
can never get it all
done. What'll I do?
7. All the other kids went
to the beach. I don't
have anyone to play with.
8. Jim's parents let him
ride his bike to school,
but I'm a better rider
than Jim.
9. I shouldn't have been
so mean to little
Jimmy. I guess I was
bad.
10. I want to wear my hair
long--it's my hair,
isn't it?
11. Do you think I'm doing
this report right?
Will it be good enough?
12. Why did the old bag
make me stay after
school, anyway? I
wasn't the only one
who was talking. I'd
like to punch her in
the nose.
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Child says: Child is Feeling; Parent Says
13. I can do it myself.
You don't need to
help me. I'm old
enough to do it
myself
.
14. Arithmetic is too
hard. I'm too
dumb to understand
it.
15. Go away; leave me
alone. I don't
want to talk to you
or anybody else. You
don't care what hap-
pens to me anyway.
16. For a while I was
doing good, but now
I'm worse than be-
fore. I try hard,
but it doesn't seem
to help. What's the
use?
17. I would sure like to
go, but I just can't
call her up. What if
she would laugh at me
for asking her?
18. I never want to play
with Pam anymore.
She's a dope and a creep.
19. I'm sure glad that I
happened to be born the
baby of you and Daddy
rather than some other
parents.
20. I think I know what to
do, but maybe it's not
right. I always seem to
do the wrong thing. What
do you think I should do,
Dad, work or go to col-
lege?
APPENDIX E
Microtraining Workshop Procedures
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WORKSHOP I: BASIC ATTENDING SKILLS
A. Introduction to the program (1/2 hour) Microtraining
Manual pp. 1-6.
1. Review of the goal of the program
2. Discussion of the place of empathy in parenting
3. Presentation of general empathic behaviors
4. Discussion of general fears or guilt feelings
associated with learning new parenting behaviors
B. Lecturette on Guidelines for Attending Involvement
Skills
(10-15 minutes) Microtraining Manual pp. 7-8.
C. Viewing Videotaped Demonstration of Non-attending and
Attending Behaviors
(10 minutes)
D. Discussion of Demonstration (10 minutes)
E. Demonstration of Exercise "How Does It Feel to be Little
and Far Away?" (5 minutes)
(This exercise was demonstrated by the facilitator in
order to conserve time for the second exercise. The
facilitator asked a group member to join her in the
exercise and the rest of the group observed.)
F. Exercise: Modes of Responding (1/2 hour - 45 minutes)
(see instructions, Appendix D)
G. Feedback and Discussion (5 minutes)
Group joined briefly at the end of the two hours to share
reactions to the exercise.
H. Suggested Home Practice and Teaching (5 minutes)
Microtraining Manual pp. 11-12.
Home practice and teaching was by
the
facilitator and participants were informed that
the
next session would begin with opportunity to
share
their practicing and teaching experiences.
(Because minute^of^mrLssion'wafspen^
risI“sslng""Lirtfons\f the videotaping and parent guestion-
naires administered during the previous week.)
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WORKSHOP II: REFLECTION OF BEHAVIOR AND VERBAL CONTENT
A. Review of Attending Skills and Sharing of Home Practice
(10-15 minutes)
Facilitator reviewed what had been covered in the
previous session and asked the group to divide into
pairs to discuss their use of the skills during the
week
.
After this they were asked to share some of their ex-
periences with the large group.
B. Lecturette on Reflection of Behavior and Verbal Content
(5-10 minutes) Microtraining Manual pp. 13-15.
C. Demonstration of Reflection of Verbal Content (5-10 minutes)
Facilitator asked one of the participants to volunteer
for a live demonstration. The volunteer was asked to
discuss a problem that she encountered in her relation-
ship with her child. The facilitator paraphrased what
she said. The effect of the paraphrasing was discussed
by the volunteer^ and the group.
D. Demonstration of Reflection of Behavior (5-10 minutes)
A videotaped demonstration between an adult and child
was viewed.
E. Discussion of Demonstration (5 minutes)
F. Exercise: It's An Awfully Nice Whatzit! (1/2 hour)
1 .
2 .
3.
Group was asked to count off by twos. The ones
were told they were parents and asked to go into
an adjacent room. The twos were told they were
children. Directions to the two groups were given
separately
.
The exercise proceeded as described in the instructions.
The "parents" and "children" discussed the exercise
guided by the processing questions included on
directions
.
G. Exercise: When Push Comes to Shove
1 The participants were asked to reverse
roles so that
each could have the opportunity to be
parent. The
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"parents" were asked to go into the adjacent room
and the children were asked to stay where they were.
1. Directions were given to the participants as des-
cribed in the instructions.
2. The exercise proceeded as described in the instruc-
tions .
3. The participants processed the exercise as suggested
in the instructions.
H. General Feedback and Processing: (5-10 minutes)
After the pairs had opportunity to discuss the exercise
with one another, the group came together and shared
reactions
.
I. Home practice and Teaching (1 minute)
The group was reminded to practice the skills at home,
and to teach them to another person.
WORKSHOP III: REFLECTION OF FEELINGS
A. Review of Reflection of Behavior and Verbal Content
(1/2 hour)
1. Facilitator briefly reviewed the skills covered
in the previous session.
2. The participants were asked to share in pairs,
their experiences practicing and teaching the
skills
.
3. The group came together for extended sharing in
large
group
.
B. Lecturette on Reflection of Feelings
(15 minutes) pp. 18-24 Microtraining Manual
C. Demonstration of Reflection of Feelings
(See E)
D. Exercise: The Good Old Times
(Omitted due to lack of time)
E. Exercise: Responding to Feelings
(40 minutes)
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Participants were given the Listening for Feelings sheets
and asked individually to determine the feelings in each
incident. Then they were asked to pair-up and role-play
each situation with their partner using the reflection
of feelings.
This was demonstrated by the facilitator and a partici-
pant. The facilitator was used as a consultant to the
pairs as they worked.
F. Feedback and Processing: (5 to 10 minutes)
The group joined together and shared their reactions to
the exercise.
G. Home Practice and Teaching (1 minute)
The home practice exercise was pointed out to the group
and they were encouraged to use this skill as frequently
as possible.
WORKSHOP IV: EMPATHIC PROBLEM SOLVING
A. Review of Reflection of Feelings (20 minutes)
1. Facilitator briefly reviewed what was covered in
the third session.
2. Group members paired and shared their practice ex-
periences .
3. Group met together for brief sharing of experiences.
B. Lecturette on Empathic Problem Solving
(15 minutes)
C. Demonstration of Problem Solving Skills (5-10
minutes)
Videotaped demonstration of adult and child discussing
a problem.
D. Discussion of Demonstration (2 minutes)
E. Exercise: Sending "I" Messages (20 minutes)
Group was given work sheets on sending "I"
asked to determine what "I" message they would
send i
each instance.
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Pairs role-played their "I" message responses to the
problems
.
F. Exercise: Demonstration Role-Play (20 minutes)
The group asked what to do after the "I" message
and reflection of feelings are used. I demonstrated
a problem solving situation with one of the partici-
pants .
This ended with a short discussion of the usefulness
of these skills.
G. Parent Response Questionnaires
The second form of the PRQ was passed out and the par-
ticipants were asked to fill it out before leaving.
APPENDIX F
The Empathy Scale
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STOVER, GUERNEY, O’CONNELL
MEASURE OF EMPATHY IN
ADULT-CHILD INTERACTION
‘
1. Communication of Acceptance : This first subscale mea-
sures the verbal acceptance-rejection of the child by the
adult. The scale ranges from level 5 (high empathy) to
level 1 (low empathy)
.
Level 5: Verbal Recognition and Acceptance of Feelings:
Examples: You're proud of how you fixed that; That malces
you feel good; That made you angry; You feel better already;
You're enjoying that; You really like smashing that.
Level 4: Verbal Recognition and Acceptance of Behavior Only_^
Examples: You got it that time; You really stabbed him.
You're getting a workout; Bam, bop, etc.; You re hitting
the mother doll.
Level 3: Social Conversation or No Conversation : Examples:
I'm not so good at building toys; Mary's been away most of
the summer; Mothers aren't very good at that; These are
nice toys.
Level 2: Slight or Moderate Criticism Stated or Strongly
Implied: Examples: That's cheating; The head you i^^de is
too big; You'll ruin the floor; That's not fair; You 11
have to be more careful; Watch what you're doing; No,
not
that way.
Level 1: Argumentative, "Preaching," Openly Rejecting Feel^
inas or Behavior, Abusive Language: Examples, It s
not^^n^^^^
to feel that way; iou're nasty; I'm talking to a
te
not so hot yourself: You're a fresh kid: You see,
I told y
to do it the other way.
^Reference, 1971. This scale is duplicated
verbatim
from thf^efereAced measurement, but I have made
one alter-
ation in the scoring. In the °tiginal version
the high^^^^_
empathy behaviors were given a score of ( , ^
fi:hh^co?fnfrhiiffeeersrthir:;d Tppu rr^h^
score (level 5) to high empathic behaviors.
Thus,
highL thrLore, the\igher the empathic
behaviors.
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2. Allowing the Child Self-Direction : The behavioral will-
ingness on the part of the adult to follow the child's
lead
.
Level 5: Shows Willingness to Follov; Child's Lead ; (No
indication to the contrary, i.e., there need be no verbal
conunent; behavior compliant with the child's directions
or lead is sufficient.) Examples: You want me to do it
for you; I'm supposed to pick them up (or simply moving
to do so); You'd like me to play catch with you (or simply
doing so at child's request).
Level 4: Child Has Option for Lead-Taking : (Choice gen-
uinely left to the child but mitigated by direct or indirect
suggestions; gives unsolicited praise; volunteers informa-
tion; asks for information.) Examples: What shall we do?
What would you like me to make? You did that right; Shall
we pretend the phone rings? It's under the table; You can
shoot this if you want; Good (Good reinforces a certain
type of activity and therefore represents a degree of par-
ental control.)
Level 3: Takes Lead Without Giving Child an Option : Un-
solicited instruction on how to do or accomplish something;
"teaching," praise accompanying a suggestion; questions
with intent to guide the child. Examples: Play with what
you have; You have to keep practicing; Maybe the best way
is to take the crayons out of the box; Take your time and
aim it; See if you can do it again just like that; Are you
sure that's the way it goes?
Level 3: Directs or Instructs the Child to do Something .
Initiating new activity when there has been no previous sign
of inertia and/or resistance shown by the child. Examples:
Put the tinker toy away first; Why don't you paint something;
Let's play with clay; You'd better put him back together;
Don't squeeze water in there.
Level 1: Persuades, Cajoles, Demands, Pushes, Interrupts,
Interferes in Child's Activity, Insists on New Activity .
Resistance by the child is implicit, or there is other in
volvement, or inertia, on the part of the child which the
parent is seeking to overcome. Examples: You've got to
play with something else now; You'd better give me one;
You can't do that anymore; I told you not to turn out the
lights; That's enough of that; No, take this one.
3. Involvement: This is a measure of the adult's
attention
to and participation in the child's activities.
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Level 5: Fully Observant of Child’s Behavior : Adult gives
no indication of being unaware of child's behavior. More
attention is given to the child than to other stimuli,
such as the objects the child is using. (Such attention
is not necessarily sympathetic or constructive.) The par-
ent may be involved in a joint activity; e.g., role play-
ing, games. He participates in an active way physically as
well as verbally where it is appropriate.
Level 4: High Level of Attention : Although not involved
in anything other than that which also involves the child,
the adult's concentration here is almost exclusively on
activities per se rather than child's behavior. Joint
activities, such as card playing and dart shooting, lend
themselves to "4" scores when the parent is keenly inter-
ested in the game itself without paying attention to the
child's reactions and behaviors.
Level 3: Marginal Attention : The adult is involved in his
own independent activity to a degree that interferes some-
what with attention to the child. No joint activity. Adult
is preoccupied with own activities to the extent that he is
not always providing company; e.g., briefly primping in a
mirror, briefly attending to own attire, inspecting nails.
The adult m.ay occasionally remark spontaneously on the child's
activity.
Level 2; Partially Withdrawn, or Preoccupied : Adult may
infrequently observe child's activity, but doesn't comment
spontaneously. Adult may be so involved in his own role
(e.g., in independent play) that he fails to attend to the
child's apparent needs. He responds promptly, however, when
alerted by the child.
Level 1: Completely Preoccupied, or Self-Involved, or
Shut-off: Here the child is ignored and must repeat or
prompt to get a response from the adult.
^
The adult is com-
pletely absorbed with an independent activity or with his
own thoughts for prolonged periods, or engaged in prolonged
self-grooming ; seemingly unaware and uninterested in c i s
behavior.
APPENDIX G
Empathy Rating Scale
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Parent Response Questionnaire
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PARENT RESPONSE QUESTIONNAIRE
Listed below you will find statements or descriptions of
events which might occur between parents and children.
Please read each statement carefully. In the space pro-
vided please write in v/hat you think would be the ideal
initial response for the parent to make. Please write as
clearly as you can and do not spend a lot of time on any
given item, just write what you think the parent should
ideally say first, assuming that the parent wants to re-
spond.
1.
Four-year-old Y comes to the breakfast table all smiles.
Y has dressed without help for the first time. The shirt
and pants are on backwards. Y says, "look at me I"
Parent
:
2.
Three-year-old X who has previously been happy staying
at a friend's while parents work, suddenly resists one morn-
ing and won't get out of the car to go into the house.
No reason for this behavior is forthcoming from the child.
The child huddles in the corner of the car.
Parent;
3.
An eight-year-old comes home from school, throws down
the lunch box and says, "No matter how hard I try, I can t
do math as good as Y. I guess I'll always be lousy at math."
Parent:
4.
Five-year-old X is waiting excitedly at the door for
the mail to arrive with a birthday card from the grandpar-
ents. For three days no card has come and today, the same
occurs. X says dejectedly, "I guess I'll never get that card
from grandma and grandpa."
Parent;
5.
Four-year-olds X and Y are playing in a sandbox. Y has
made a sand castle molded with tin cans. X s parent
comes
up and says, "Hey, Y, you have made a fancy sand
castle.
X immediately gets up and kicks the castle.
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Parent:6.
Seven-year-old Y sitting at breakfast table starts weep-
ing softly. Parent asks what is wrong and the child says,
"I don't have any friends at school." This is a new school
experience for this child.
Parent:
7.
Soon after the death of one of the two remaining grand-
parents, a three-year old child, while eating lunch with
the parent, says sadly, "A little child needs a grandma and
a grandpa .
"
Parent:
8.
Parent has told six-year old to stop watching TV and
go to bed. The child says, "Its not fair. Y gets to stay
up later I You are really mean and I hate you I"
Parent:
9.
Eight-year old Y, the dependable goalie for the team,
comes home from practice, and says empathetically , "I am
never going to be goalie again. Everytime we practice the
coach yells at me and I am sick of thatl"
Parent:
10.
Five-year old X and friend come running in the house
laughing and making loud whoops and yells. Parent says,
"X, the baby is sleeping. Please be quiet or go back out-
side and play." X says furiously, "I won't be quiet!
I am sick of that baby. Why don't you send it back where
it came from!
"
Parent:
APPENDIX I
Parent Response Taxonomy
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PARENT RESPONSE TAXONOMY
Categories
1. Recognition and Acceptance of Feelings : Reflection,
restatement, paraphrasing or interpretation of child's
verbally or nonverbally expressed feelings. The child's
feelings are the primary focus of the parent's commun-
ication and open invitation.
Examples: Wow, you really are angry about that. I can
see that you are feeling awfully sad about that. That
makes you pretty happy I It sure is disappointing for
you. I guess you feel pretty discouraged. You sure
are proud of that.
2 . Recognition and Acceptance of Behavior or Verbal Content
and/or Open Invitation to Talk: Reflection, restatement
or paraphrasing of what the child has said; description
of child's behavior; invitation to talk.
Examples: You say that your teacher is giving you a
really hard time lately. You think that Bobby is not
your friend anymore. You are sitting very quietly to-
day. You sure are running all around the house today.
You have made your bed all by yourself. Come, tell me
about that. Let's hear more about that problem. Can
you tell me more? Plus questions that reflect child's
experience/behavior
.
3
.
Recognition and Acceptance of Feelings, Statements, or
Behaviors with Redirection of Behavior or other Solution
to Problem. Reflection, restatement, paraphrasing or
interpretation of child's verbally or non-verbally ex
pressed feelings accompanied with redirection of the
child's behavior or other problem solving statement.
4.
Examples: I know you are angry but you must pick up
the toys now. It's OK to be angry but it is not OK to
hit Ann. I guess you are feeling worried about school
today--let's go in and see the children--! 'll stay a
while. It makes you sad for Mommy to leave--let s
plan
something special to do tonight when I get home from
work.
covert Rejection of Feel ings and Behaviors. Feelings,
behavior or statements are not acknowledged
Feelings
are avoided or ignored through any of the follow g
responses
:
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Advising, giving solutions ; Telling the child how to solve
a problem, giving him advice or suggestions, providing an-
swers or solutions.
"Why don't you go back and ask nicely for the toy." "Invite
^ friend over. Then you will have someone to play with."
Praising, Agreeing : Offering a positive evaluation or judg-
ment antithetical to the child's perception; agreeing.
Well, I think you're pretty. You have the ability to do
well. I think you are right. I agree with you.
Reassuring, sympathizing, consoling, supporting : Trying to
make the child feel better, talking him out of his feelings,
trying to make his feelings go away, denying the strength
of his feelings.
You'll feel different tomorrow. All kids go through this
sometimes. Don't worry, things will work out. You could
be an excellent student with your potential. I used to
think that, too. I know, school can be pretty boring some-
times. You usually get along with other kids very well.
I understand how you feel.
Lecturing, teaching, giving logical explanations : Trying
to influence the child with facts, counterarguments, logic,
information, or your own opinion.
Well, the mail is probably slow—that's why the package is
late. If you would do what the teacher says, she probably
would not be hard on you. When you were a baby I was quiet
for you--now you have to be quiet for X. You are younger
than Y, that's why you have to go to bed now.
Questioning, probing, interrogating : Trying to find rea-
sons, motives, causes'^ searching for more information to
help you solve the problem.
When did you start feeling this way? Why do you suppose
you hate school? Did anyone tell you that they don't like
you? Are you being friendly?
Withdrawing, distracting, humoring, diverting :
aet the child away from the problem; withdrawing from the
problem yourself; distracting the child, kidding him out
of it, pushing the problem aside.
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Just forget about it. Hey, let's see what there is
to do at school today. Come on—cheer up I Let's see
a smile! Let's not talk about that now.
Overt Re;]ection of Behavior ; The child's behavior is
overtly rejected through any of the following responses:
Ordering, directing, commanding : Telling the child to
do something, giving him an order or command.
I don't care what other parents do, it's time to go to
bed. Don't talk to your mother like that. Get outside,
now! Stop complaining.
Warning, admonishing, threatening : Telling the child
consequences v/ill occur if he does something.
If you do that, you'll be sorry. One more statement
like that and you'll leave the room. You'd better not
do that if you know what's good for you!
Exhorting, moralizing, preaching : Telling the child
what he should or ought to do.
You ought to be nicer to your friend. You shouldn't
act like that. You must always respect your elders.
How v;ould you like it if someone did that to you?
6. Overt Rejection of Child or Child's Feelings : The
child or the child's feelings are overtly rejected through
any of the following responses:
Judging, criticizing, and blaming : Making a negative
judgment or evaluation of the child
.
You are not thinking clearly. That was not nice. You
are very wrong about that. A nice girl would not do
that.
Name calling, ridiculing, and shaming : Making the child
feel foolish, putting the child into a category, shaming
him.
You are a spoiled brat. Look here, Mr. Smarty! You
are acting like a monster. OK, little baby.
Interpreting, analyzing, diagnosing : Telling the child
what his motives are or analyzing why he is doing or
saying something; comm.unicating that you have him fig-
ured out or have him diagnosed.
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You arG just jealous of the baby. You are just saying
that to make me angry. You don't really mean that,
you are just frustrated. You don't really believe that
at all. You don't really want to do that. You don't
have to be mad, sad, etc. about that.
In this category include spanking the child or swearing
at the child.
7. Miscellaneous : Any responses which, in no way can fit
into the above categories.
8. Give a 0 for items left blank.
APPENDIX J
Follow-up Interview
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Hi, my name is
.
Carol Creswell-Betsch
asked me to call you about the parenting program that you
attended in November and December. Do you have 10-15 min-
utes to talk about it?
It has been several weeks since the program ended. You
probably remember that it started in early November with an
introductory session and after the first taping there were
four training sessions. In mid-December the program ended
and you had your final taping.
1 • As you think back, can you tell me your general re-
actions to the program? (List key phrases and probe
for clarification: Can you tell me more about that?
You say it was "pretty good"--in what ways? Etc.)
2 . If you were to list the most important things you got
out of participating in this parenting program, what
would be the top things on your list? (List items.
Include non-parenting related items. If ^ parentingitems are included, go to 2A.
)
2A. In relation to yourself as a parent, was there anything
you got out of participating in this program? If so,
what ? (List items.)
3. After (or while) obtaining list, take each parenting
item and probe for clarification. Example: Subject
says, "Well, I got a new way of looking at problems."
Interviewer says, "You said you got a new way of look-
ing at problems. What do you mean by that? Can you
explain that, clarify that further?" Etc. (Make note
of clarification.)
3A. After (or while) clarifying, funnel for specific exam-
ples. Example: " Can you tell me about an example when
you have used this new way of looking at problems ?"
Can you describe what happened ?" (Make note of examples.)
4. If you were to make a l ist of the things you hoped to
^t out of this program, but didn't, what would be the
top things on your list? (Probe for clarification and
list items.)
5. What did you consider to be the best parts of the pro-
gram? What would you say were the strengths ? (List
key phrases .
)
6. What did you consider to be the worst parts of this pro^
gram? What would you say were its weaknesses ? (List
key phrases .
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7 . I have a few more questions but before I ask them, is
there anything else you want to add? Any other feed-
back or general reactions? (List key phrases .
)
Now, for the following statements, I would like you to rate
yourself on a scale from 1 to 5. One is the lowest, and 5
is the highest. Think of 1 as meaning "Not at all," and 5
as "Very much."
1 .
2 .
3.
4 .
5.
6 .
7.
8 .
9.
10 .
11 .
12 .
13 .
I enjoyed the parenting program.
The parenting program was irrelevant to
my needs.
The parenting program met my expectations
at the time.
I have forgotten what I learned in the
program.
I continue to use the skills I learned.
Before the parenting program, I communi-
cated as much recognition and acceptance
of my children's feelings as I do now.
Since the parenting program, the way I
talk to my children communicates more
recognition and acceptance of their
behavior
.
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3, 4 5
1 2 3 4 5
Before the parenting program, I was as
able to follow my child's lead or stay
on the track with my child as I am now.
Since the parenting program, I am more
able and willing to have mu child share
in decision making.
Before the parenting program,! was as
attentive to my child's reactions and
behaviors as I am now.
Since the parenting program, I more wil
lingly engage in activity with my child
1 2 3 4 5
Before the parenting program, I was as sat- , . . . c
!s£ied with my parenting ability as I am
now. 1 2 3 4 5
If a friend were to ask you to recommend
the program by rating 1-5 whats over- 12345
all rating

